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ABSTRACT
Many Korean EFL (English as a Foreign Language) students do not have 
sufficient opportunity to leam cultural knowledge and information in their classrooms. 
EFL teachers also tend to ignore the teaching of culture. Even though culture is taught, it 
simply delivers “fact-only” information rather than cultural awareness by comparing 
native with target culture. Teaching target cultural knowledge and information should be 
delivered within the native cultural frame, and teaching of culture must be an integral part 
of teaching and learning English.
For the effective integration of culture in EFL classes apart from conveying 
simply “fact-only” information, this research advocates the de-emphasizing cultural 
inequality, “English-only” instruction, linguistic-oriented instruction, and unoism 
stemming from a single cultural perspective. The research was guided by five questions: 
For each of the four independent variables (cultural inequality, “English-only" instruction, 
linguistic-oriented instruction, and unoism) what is the degree of the variable and its 
relation to integration of culture. For the dependent variable (integration of culture), what 
is the degree of the variable, and what is the order of priority among independent 
variables as affect integration of culture
The research methodology was qualitative and quantitative in design.
Quantitative data was gathered from 83 Korean EFL teachers and 286 EFL students by 
questionnaire. Qualitative data was gathered from the free written remarks from teachers 
and students, interviews with 13 EFL teachers (both native and normative speakers), and 
classroom observations of the 13 EFL teachers who completed the interviews.
xii
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Findings indicated that three of these independent variables (cultural inequality, 
“English-only” instruction, and unoism) were significantly and inversely related to 
integration of culture. However, EFL teachers and students in their qualitative data argued 
that linguistic-oriented instruction should be de-emphasized in the classrooms.
Four pedagogical implications are revealed: (I) intercultural equality from the 
viewpoint of “currere," as an alternative to cultural inequality; (2) bilingual instruction in 
EFL classroom as an alternative to “English-only” instruction; (3) integration of culture 
and language as an alternative to linguistic-oriented instruction; and finally (4) multi­
cultural perspectives based on the cross-cultural understanding as an alternative to 
unoism.
Eleven basic applications are suggested: (1) globalized or localized EFL 
curriculum, (2) cultural instruction though comparing and contrasting the native culture 
with the target culture within the native cultural frame, (3) open discussion, (4) literacy, 
(5) teachers training programs: (6) curriculum for the cultural integration, (7) English 
texts, (8) creativity, (9) de-centering of the binary opposites, (10) the de-emphasis of the 
“fact-only” approach, and (11) portfolio assessment
xw
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CHAPTER 1 
INTRODUCTION
Over the years, the linguistic qualities of English as a Foreign Language (EFL) 
classrooms in Korea have been of a critical research concern. Such concerns stem from a 
focus on phonetics and phonemics for perfect pronunciations, as well as grammar, 
vocabulary, and line-by-line translation, which have been fundamental in English education. 
In the formation processes of Korean EFL education as a linguistic-oriented class, non- 
linguistic factors, i.e., cultural knowledge, cultural experience, and cross-cultural 
understanding, are often ignored despite the fact that they enhance or hinder (if insufficient) 
language learning.
Consequently, in Korean EFL classroom teaching, the cultural context is 
unwittingly and even intentionally being ignored or skipped due to the already overcrowded 
workload, tight scheduling, the prescribed national curriculum as managed by the Korean 
Ministry of Education, the lack of teacher education to teach cultural knowledge, the linear 
grammar-based syllabus, large classes, the National Entrance Exams to a University (NEEU) 
that emphasize linguistic abilities and memorization, and other related factors. Even though 
the culture is being taught in Korean EFL classrooms, it remains a conveying of a cultural 
fact only without internalization or awareness of the native culture in the minds of Korean 
students.
No language process can be properly conceptualized without accepting the learner1 s 
linguistic knowledge. Linguistic factors play a number of significant roles in determining 
good or poor performance in learning a Second Language (L2) or a Foreign Language (FL).
I
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Nonetheless, any FL education without teaching the culture is merely the delivery of hollow 
and/or meaningless symbols to which the student attaches the improper meaning (Hendon, 
1980), since the language is the essential ingredient in any culture (Brooks, 1964) and the 
language is heartened by its culture (Lewald, 1968).
It is, therefore, imperative that language is redefined as an integral part of the 
culture (Hendon, 1980). The ultimate purpose of FL teaching should be the understanding 
of language and culture together. Since language holds a multiplicity of cultural 
backgrounds, it is necessary to understand and appreciate cultural knowledge-i.e., the way 
of thinking, values, and beliefs embedded in that language- as well as linguistic qualities and 
structures of pronunciation, the grammatical systems. Language is the soul of the people and 
the way of thinking in the culture, in so much as it conveys that culture through 
communication beyond the meaning of the unique word system. Accordingly, cultural 
integration, namely the language plus its culture, is the most significantly crucial process in 
FL education in both Korean EFL and American FL or L2 classes.
It follows then that: (1) culture integration is absolutely inseparable from FL 
teaching, in that language is the most typical, the most representative, and the most central 
element of the culture in which the language is being practiced (Brooks, 1964); (2) language 
has no meaning without a cultural context (Seelye, 1993); (3) teaching only the language 
leads to nothing but mistakes by which language learners become socially any disabled 
(Mcleod, 1976); any FL education devoid of cultural instruction or even ignoring cultural 
context, is simply to convey the empty and useless for the concept or image of the target
2
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(foreign) country to the foreign symbols. And thus, (4) the culture must be an integral part 
of SL or FL learning and teaching (Lafayette, 1988).
Despite the importance of culture in current FL educational endeavors, time and 
energies are still devoted to the grammar and vocabulary aspects of language in the FL 
classroom (Lafayette, 1988). Lafayette argues that such misfortunes are related to textbook 
publishers as commercial enterprises responding to FL teachers' demand, and the uneven 
treatment in FL textbooks, along with lack of knowledge. Lafayette strongly stresses, 
therefore, the need to establish the right concept of culture in the FL education.
1.1 Demographics
According to the Korean Educational Development and Institute (KEDL1997), there 
are 10,228 public and private schools (elementary schools: 5,544; junior: 2,741; and senior. 
1,943); 8,083,622 students (elementary school students: 3,935,537; junior: 1,896,956; and 
senior: 2,251,140); and 336,125 teachers (elementary school teachers: 137,577; junior: 
93,244; and senior. 105,304). Among these teachers are 23,992 Korean EFL teachers.
In general, Korean students formally start to learn English from 3rd grade in 
elementary school. Thus they must select and learn English as a core subject for the ten years 
from 3rd to 12th grade. They are learning English minimally 2 or maximally 8 hours in a week 
as the most crucial subject (elementary school: 2 hours; junior. 4 hours; and senior 6-8 
hours).
The English class involves various aspects of acquiring English language, such as 
listening, speaking, reading, and writing. However, one teacher deals with the four areas 
mentioned above because one chapter includes these areas together. This means that each
3
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linguistic aspect of learning English is not specifically taught, one teacher should teach all 
aspects of learning English, such as listening, speaking, reading, and writing.
1.2 Reconceptualized Issues in Korean EFL Education
South Korea, a developing country in the Continent of Asia, has a population of about 
50 million people. Korea plays a significant economic, geographic, and political role in Asia. 
In fact, Korea has achieved significant economic improvement by getting over the 
devastation of the Korean War. hi addition, since the Korean War in 1950, Korea has been 
characterized as an industrial rather than agrarian country. At that time, the U.N., including 
the United States, assisted in the reconstruction of Korea from the ruin.
Being modernized and globalized, Koreans today are convinced that to be effective 
partners in the world economy they have to be fluent in English. In such “Korean 
Globalization,” English education emphasizes elitist training in order to gain national 
economic benefits and welfare, rather than egalitarian approaches to education. Success in 
English is considered as a standard to measure Korean students’ aptitudes, competencies and 
futures. It also is the basis for application and selection of university and employment. 
Therefore, the ability to speak well in English is considered a sign of very highly literate or 
intelligent people. Unfortunately, English education is seen primarily as a means of 
academically and socially succeeding in Korean society, and it is therefore imperative to get 
a high score in the English test. It is not regarded, however, as ability in critical thinking, 
aesthetic education, or any cross-cultural understanding of the target country, the U.S. Most 
Korean EFL students are less interested in gaining a comprehensive understanding of 
American society and culture than in attaining academic and economic accomplishments. As
4
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a result, they tend to pay an expensive tuition and study English so as to obtain a 
linguistically “native-like" performance and proficiency at private English-language 
institutes. Such an enthusiastic passion to leant English has led to the notion that the Korean 
EFL students’ mind-set and belief, that ideally the best English education is taught by native 
speaker (NS) teachers, have been deeply engrained in their minds. Accordingly, the Korean 
Ministry of Education has encouraged public schools as well as private institutes to recruit 
and employ a huge number of native English speakers as teachers (Korean Educational 
Development Institute, 1997). In the long run, this “native-like" performance and proficiency 
through the “English-only” and linguistic-oriented instruction of Korean EFL education tend 
to lead to: (1) the inappropriate quality of the American ESL (English as a Second Language) 
program, (2) preference for native speakers; and (3) superiority of Western American 
educational culture per se. Even though the English language in Korea is a foreign language, 
rather than a second language, most lectures are being taught by non-native Korean teachers, 
and English education occurs in the Korean educational culture as well as context, these 
factors have all been ignored in most Korean EFL classes and curricula.
Therefore, this introduction will discuss and reconceptualize the aforementioned 
phenomena embedded in the Korean EFL context from three viewpoints: (1) ESL vs. EFL;
(2) The Native Speaker (NS) vs. The Nonnative Speaker (NNS); and (3) Eastern Korean 
Educational Culture vs. Western American Educational Culture.
1.2.1 ESL vs. EFL
ESL and EFL instructions are programs of teaching English. However, they differ 
significantly in many aspects. ESL takes place within an English-speaking environment; thus,
5
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students can have numerous and various opportunities to practice new language skills as well 
as to develop a cultural awareness in authentic situations. Subsequently, ESL NS teachers 
can facilitate students’ active involvement in learning English and provide them with 
authentic information, as well as explain contextualized language and culture appropriately. 
As a result, ESL programs might be integrative and effective simply because they are 
designed to help learners function in the immediate community. This positive view of the 
role of teaching and learning English assumes that the ESL learners will be able to encounter 
the target language and culture, not only in their language classrooms but in their daily lives 
(Ellis, 1996).
On the other hand, EFL might be regarded as a culturally and linguistically isolated 
program, since it takes place within a non English-speaking environment (Ellis, 1996). Thus, 
Korean EFL teachers can be seen as sole providers of experience and knowledge in the target 
language. They are exclusively responsible for not only motivating their students’ learning 
in terms of their own initiative, but also for leading them to success or failure in the process 
of acquiring the English language. Moreover, the students’ learning is (unfortunately) totally 
dependent on the Korean EFL teacher’s language proficiency and teaching resources, on the 
availability of suitable materials, and on the Korean national EFL curriculum goals.
EFL education in Korea is driven by a government-mandated curriculum. Namely, 
the educational system is under the control of a central agency, which determines not only 
the general curriculum but often the content of courses and even the textbooks to be used. 
Additionally, EFL teaching methods in Korea are part of the cramming system of education, 
designed to raise scores in a series of standardized tests. Therefore, the concern of secondary
6
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schools and private language institutes is to develop a technique and a skill which leads 
Korean EFL students to the right answers to English exam questions in a limited time, 
focusing on earning a higher score.
As a result, EFL teaching practice can be described as the delivery of information 
from a teacher’s one-sided statement, “the omniscient narrator,” to a student via hierarchical 
relations. A teacher as a giver impedes a student’s creative thinking and behavior. Namely, 
a teacher simply regards the student as a receiver through a linear teacher-led teaching 
method. In sum, it can be said that Korean EFL teachers are doing a disservice to their 
students as they focus on error-correction, test-driven instruction, grammar, and line-by-line 
translation, all of which are simply decontextualized teaching and learning in a prepackaged 
curriculum.
With the fact that much of the English language instruction in the world is not 
necessarily ESL-based but takes place in an EFL situation, EFL programs should pay less 
attention to ESL teaching models which are based on NS norms and values (Cem & 
Alptekin, 1984). Instead, Korean EFL programs need to provide students with opportunities 
to use English both in relation to local situations and to international circumstances of their 
interest, rather than “turning into a tool of Anglo-American socio-cultural domination” (Cem 
& Alptekin, 1984, p. 18). EFL programs might try to rectify or redress and balance ESL 
pedagogy based on “native-like” performance in accordance with the needs of Korean 
English education, both global and local. This pedagogical challenge is to enable Korean 
EFL students to adopt the appropriate “ways with words’ of native speakers,” while allowing 
them the freedom to “give distance its due’ (Becker, 1995).
7
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Ultimately, an idealized EFL program pedagogy respects students’ own educational 
context of use, which values and cherishes the Korean educational, professional, academic, 
or institutional culture. Then, the more effective EFL programs are to integrate and mediate 
the ESL NS’s norms and values.
In the process of focusing on the Korean educational context, however, if Korean 
EFL education consciously sticks to its ethnocentric identity and culture supporting 
egocentrism, Korean students are mere victims of the system, and their learning is 
outrageously impeded. Thus Korean EFL education should hold open-minded and multiple 
perspectives from insiders’ and outsiders’ points of view in order to see the world not only 
in terms of self-centered viewpoints. This hypothesis is demonstrated by Taylor, Meynard, 
and Rheault (1977), who document that ethnocentric foreign and second language education 
can be nothing but a barrier to language acquisition. Kincheloe (1998) insists that teachers 
ought to encourage students to overcome tendencies toward prejudice and stereotype in order 
to see the authentic world.
Likewise, Korean EFL education needs to encourage both teacher and student to 
integrate their own culture with the target culture from both the insiders’ and the outsiders’ 
points of view.
1.2.2 Nonnative Speaker vs. Native Speaker
In defining the native speaker, Bloomfield (1933) points out that “the first language 
a human being learns to speak is his native language, he is a native speaker of this language” 
(p. 43). Moreover, the native speaker is assumed undoubtedly to be a person with a mother 
tongue, acquired from birth (Firth & Wagner, 1997). In other words, the indisputable element
8
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in the definition of the native speaker denotes that a person is a native speaker of the 
language learnt first Thus, “later-learnt language” can never be native language by virtue 
of definition (Cook, 1999).
Another dominant assumption is that the native speaker speaks “only one 
language” (Eg6a-Kuehne, 2000a). Cook (1999) indicates that in Chomskyan linguistics, 
monolingualism is part of the abstraction involved in obtaining the idealized native 
speaker. That is to say, the native speaker implies a monolingual person. From this point 
of view, the NS is a seemingly “omniscient figure" (Firth & Wagner, 1997) and “the 
uncrowned King of linguistics” (Mey, 1981).
In contrast to the native speaker, a nonnative speaker refers to a person who 
speaks and 1 earns the Second Language (L2) or Foreign Language (FL) and who lacks 
the ability to communicate within social settings and to produce fluent dialogue, and so 
on (Cook, 1999). Therefore, the NNS tends to be regarded as the NS’s subordinate due 
to the deficiency in language competency. Or, as Firth and Wagner (1997) put it, the 
nonnative is viewed as a “defective communicator” (p. 292). Hence, the prevailing 
monolingual orientation in an L2 or FL class is legitimized. Consequently, essential 
differences lead to inevitable misunderstandings between the NS and the NNS (Varonis 
and Gass, 1985).
An example of this is rather obvious in the Korean EFL classroom. Most Korean 
EFL students and even teachers (all are non-native speakers) resign themselves to 
“failing” to reach the native speaker target This negative attitude is rooted in the fact that 
Korean EFL education is entirely measured and even dominated by the native speaker’s
9
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criterion, standard and/or perspective. This is supported by Ellis (1994) who documents the 
success and failure of FL students who are often measured against NS’ language use. Ellis 
(1994) notes that "learners often failed initially to produce correct sentences and instead 
displayed language that was markedly deviant from target language norms” (p. IS). Korean 
EFL education is based on skill-based learning, behaviorist views of learning, and Chomsky’s 
rule-governed system. Thus, it focuses on fossilization and errors in the language abilities 
of L2 or FL students who fail to achieve the NS’s perfect and flawless competence. Thus 
grammatical judgments, obligatory occurrences, and error analysis in L2 or FL classes force 
comparison with the NS’s norms and performances (Firth & Wagner, 1997).
In “Queer Theory in Education," Pinar (1998) articulates the decentering of binary 
pairs, that one sex, order, and race group should not be measured against the norm of 
another. People should not be expected to conform to the norm of a group to which they do 
not belong, whether groups are defined by race, class, sex, or any other feature. Binary pairs 
between black and white are interactive and interrelated with each other. Likewise, students 
who speak differently from some other group are not speaking better or worse, just 
differently (Cook, 1999). Accordingly, Korean EFL curriculum needs to acknowledge and 
functionally appreciate that any comparisons between the two groups (NS-NNS) yield 
differences, not deficits. Cook (1999) further explains that just as women ought not speak 
like men to succeed in business, Black children may not leam to speak like White children, 
and working-class children may not leam the elaborated language of the middle class. So 
second or foreign language learners need not be seen as failed native speakers. Nonetheless,
10
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they are often considered as less capable, an unwilling and lazy bunch of learners who are 
bound to fail in becoming like the native speakers.
In light of this notion, Korean EFL students should be regarded as learners in their 
own right, not as "deficient native speakers.” To accomplish this, EFL programs should place 
more emphasis on the students as potential and substantial non-native speakers regarding 
their own learning and be less concerned with the monolingual and monocultural approach 
based on the native speakers’ norms and values. EFL programs might lead students to 
discover and develop a positive sense of self, including an awareness and acceptance of their 
own gifted talents, potentials, and possibilities. These EFL approaches need to reward, 
admire, and encourage students’ curiosities and imaginative ideas, so those students feel that 
their ideas are important and valued by the teacher and peers. Korean EFL education needs 
to focus on appropriate educational aims based on students’ orientation and established 
practical EFL programs, as well as situations relevant to Korean EFL students and teachers. 
In addition, Korean EFL education must help students establish a positive image of 
themselves rather than seeing themselves as failed native speakers.
In order to prevent this conflict between the NS and the NNS in the Korea EFL class, 
NS teachers need to find and share a common background as well as knowledge (if possible, 
language and culture) with NNS teachers and students in terms of caring and concerning. 
Furthermore, the NS and the NNS should have a reciprocal impartial relationship based on 
common interests, socially, occupationally, and economically. In the situation of an equal 
NS-NNS relationship, Korean students and teachers might believe that some solidarity or 
like-mindedness exists.
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Accordingly, the ideal teachers’ role in an NS-NNS is as a cultural mediator who 
encourages students to be aware of other culture’s identities by holding their native language 
and culture (Egea-Kuehne, 1999, 2000b; Ellis, 1996; and Lafayette, 1998). This is the 
process of moving from monolingualism and monoculturalism to the affirmation of otherness 
(Egea-Kuehne, 1999). That is to say, teachers should not only refuse "to settle for an easy 
consensus, to simplify, to neutralize or to translate; [they] must also accept and assume the 
responsibility to ’think, speak, and act’ within aporetic situations” (Egea-Kuehne, 1999, p. 
16).
In doing so, ESL NS and EFL NNS teachers reach a point of congruence between 
seemingly contradictory cultural and societal norms and values. In addition, they have a 
positive attitude toward efforts to empathize with the experiences of others. In this respect, 
NS and NNS teachers are to obtain an accepting and affirmative attitude toward cultural 
differences, as well as the emotional and behavioral openness and capacity to participate in 
the other person’s experience (Ellis, 1996). NS teachers thus need to recognize the 
effectiveness of NNS teachers. For example, Medgyes (1992) identifies the NNS teacher’s 
six advantages: (1) a good model; (2) teaching language learning strategies; (3) supplying 
information about the English language; (4) anticipating and preventing language difficulties; 
(5) showing empathy; and (6) benefitting from the mother tongue.
Moreover, in the relations between NS and NNS, NS teachers need to leam that 
"shared incompetence" is responsible for promoting more negotiation for meaning between 
and among NNS teachers and NNS students due to equal status (Varonis & Gass, 1985). This
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means that NS teachers need to share a commonality of situation and purpose by eliminating 
power and authority in interacting with NNS students and teachers.
On the other hand, NNS teachers need to be cognizant of the fact that NS teachers’ 
authentic ability is effective and accurate for Korean EFL students in demonstrating and 
conveying the native language and experienced authentic culture.
1.2.3 Eastern Korean Educational Culture vs. Western American Educational Culture
Korean education is based on the concept that a community is more important than 
an individuality. For example, in writing mailing addresses on envelopes, Koreans write their 
personal names on the last line, while Americans do so on the first. Korean education, 
stemming from Communalism, reflects an orientation in which the needs and goals of 
individuals are worth sacrificing for the attainment of collective interests. The value of 
solidarity has its roots in Korean traditional Communalism. Namely, it specifies that 
collective needs always supersede individual interests (Kim, 1994).
That is to say, one’s sense of self-worth is not predicated on any notion of individual 
uniqueness but on one’s ability to maintain harmonious relationships, which are sometimes 
extremely hierarchical requiring obedience and self-sacrifice. For instance, the ki-bun in 
Korean language means “an atmosphere of good feeling.” Maintaining good ki-bun for 
oneself is important but much less important than maintaining ki-bun with/for others (Howe, 
1988). Thus, most Koreans believe that conflict with others reflects as well as leads to 
failure on all sides.
On the other hand, Western educational culture is based on individualism and 
competitiveness. Teaching methodologies include grammar-translation, and audio-lingual
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methods, product-oriented, methods-based, deductive, and formal approaches (Kramsch & 
Sullivan, 1996). Moreover, Western-centric models of self in pursuit of perfect self-esteem 
are rooted in the student’s sense of uniqueness. In such contexts, the Western ideal of the 
individuated self is rather assertive and stands apart from others. For example, American 
parents who try to persuade their child to eat supper are fond of saying “think of the starving 
kids in Ethiopia, and appreciate how lucky you are to be different from them” (quoted in 
Markus & Kitayama, 1991, p. 224). In this case, the parents deliberately attend to the self of 
the child, appeal to the appreciation of one’s difference from others, and the importance of 
asserting the self (Markus & Kitayama, 1991). Korean parents in the same situation might 
say “if you don’t eat rice, the farmer who raised and produced for you will be sad and 
disappointed,” which implies an emphasis on the attendance to and fitting in with others, and 
the importance of harmonious interdependence with others. For another example yet, the 
Korean writing system is based on the cyclical time structure of Buddhism and 
Confucianism, which have influenced Koreans for a long period of history. In order to 
introduce “I," “I" should, above all, accentuate my nation, my parents/family, and friends 
first, and lastly T  can explain myself. This means most Koreans prefer a broader, more 
general approach. The American writing structure is rooted in the linear structure. Thus, 
Egea-Kuehne (1994) identifies the linear Western metaphysics style of thinking, stemming 
from Iogocentrism, and clarifies the de-linearized writing system as well as the 
multidimensional style of thinking that focuses on “unthinkable logic and the 
“unimaginable” in order to seek for truth and reality (p. 20).
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Based on such characterized differences and features between the two educational 
cultures, the perspective of strong self-esteem might be most appropriate for American 
students but necessarily the least appropriate in the Korean cultural context. In fact, Korean 
parents, teachers, peers, and even students tend to hide their own identities and thus restrain 
their personal tempers and even a self-praise. Such behaviors are generally considered as a 
good virtue of character. To be more specific, behavioral passivity is a culturally-defined 
beauty as well as oriental modesty and humility among Koreans. Thus, Koreans are often 
weak or somewhat timid in expressing what is on their mind. As a result, the Korean 
educational environment seems to encourage students to engage in critical self-reflection on 
their weaknesses. This means that any measure of success in schooling in Korea depends on 
the capacity for "self-critique and self-discipline” and is related to continuous cultivation with 
others, rather than self-celebration and self-praise (Hoffman, 1996).
It is, therefore, imperative for Korean EFL classes to appropriately integrate the 
Eastern educational culture (particularly its nature of respecting, mutual understanding and 
interrelating with others) into Western ESL programs in pursuit of “native-like" norms and 
values.
1.3 The Objective of the Study
The purpose of this research is to examine the level of factors that are seeming 
impediments to cultural integration in Korean EFL education, which focuses traditionally on 
the linguistic-oriented language teaching. The idea stems from the concern about American 
superiority covertly delivered to Korean EFL students while degrading the Korean culture 
in the process of teaching and learning. Moreover, without cultural integration any mode of
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EFL instruction will be futile. This study will discuss the structural problems embedded 
deeply in Korean EFL education from four points of view, as impediments or independent 
variables to cultural integration: (1) cultural inequity; (2) “English-only” instruction; (3) 
linguistic-oriented instruction; and (4) “unoism” stemming from a monolingual and a 
monocultural quality of Korea.
As alternative measures to a productive EFL educational model in Korea, this study 
will present the quality of: (1) intercultural equality, (2) bilingual instruction, (3) integration 
of culture and language, and (4) multi-cultural perspectives via cross-cultural understanding. 
Based on the research findings, some appropriate directives, recommendations and 
applications unique to Korea FEL education will be articulated.
1.4 Problems
As a number of studies articulate, the attitude toward the United States, her language 
in particular, as sustained by the older Korean generation, originated during the period of 
American Military Government from 1945 to 1948. The aid from the USA continued 
through the period of her civil war, 1950-1953, and throughout 60’s and 70‘s, the period of 
reconstruction of national economy, industry, buildings, homes, etc. Thus American culture, 
combined with other Western traditions, has strongly influenced Korean culture and has 
become indispensable to Korea in many aspects of the lives of the people. The Korean people 
have uncritically and willingly accepted American culture without proper integrative 
understanding or indigenous planning. For Koreans, American culture is always superior to 
their own, and this mind-set has become deeply engrained in their lives and belief systems; 
the cultural inequity still remains in place. Unfortunately, under these circumstances many
16
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Korean students in EFL classrooms have to develop new perceptions on reality and behave 
accordingly, without their internalization of the target language, culture, and value systems.
The second problem is a lack of recognizing classroom bilingual approach. The 
inequality of culture has led many Koreans to the notion that one’s success or failure in 
Korean society is determined as if by the norms and criteria of the English native speaker, 
which may be called a monolingual quality focusing on "English-only” instruction. To be 
more specific, the Korean students’ belief in social and academic success depends on the 
acquisition of English language and on the degree to which they become familiarized with 
and integrated into the native norms and values of the English language (Curtin, 1979). Such 
a concept might have led students to the belief that the presence of a native-speaker is 
required whenever English is used (George, 1981). Thus, many EFL students are suffering 
from the pressure that they have to acquire English linguistic abilities and then perform like 
the target natives. This is because only this linguistically native-like proficiency will 
eventually and certainly lead them to upward mobility in Korean society. Consequently, this 
native-like proficiency and performance drives Koreans into the monolingual quality, 
focusing on "English-only” as echoed by English native speakers, and English competence 
has become an ecumenical literacy.
The third problem in Korea EFL education is linguistic-oriented instruction. In the 
context of focusing on “native-like" proficiency and performance, stemming from “English- 
only” perspective, any background and consideration in regard to the target cultural 
sensitivity, are often neglected. EFL classes in Korea often focus on mastering abstract 
domains, such as vocabulary and grammar, and on translating English without an apparent
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comprehension. This often results in memorization, which is the lowest level of human 
thinking (Kincheloe, 1998. p. 135). Nonetheless, it is rather appalling irony that many 
Korean EFL teachers have tried to move away from routine memorization, imitated drills, 
and line-by-line translation without success. Kramsch (1983) aptly states: “Textbooks are still 
used mostly for stimulus-response as the culture is to be presented. In this case, students are 
exposed to or acquainted with another culture only passively on a tourist level so to speak” 
(p. 437). The culture of teaching in Korean EFL classroom remains difficult and problematic 
due to a lack of sufficient cultural background, a paucity of proper teacher education, an 
intentional avoidance of teaching culture, an over-crowded curriculum, large classes, and 
other related factors.
The fourth problem is the Korean’s unoism, which stems from the single cultural 
perspective of Koreans. This cultural “unoism” keeps the Korean EFL students from being 
involved in the process of emotional and intellectual interpretation as well as cross-cultural 
understanding. Cultural “unoism” deters Korean EFL students from understanding or 
accepting the point of view of another individual whose values have been determined by 
different cultures (Hendon, 1980).
1.5 Importance of the Study
In the interests of effective integration of language and culture, this study first of 
all argues the significance of the quality of intercultural equality. To do so, the study 
empirically articulates the reality of cultural inequity as it exists. This discloses why cultural 
inequality originated between the two countries from a historical point of view. That is to 
say, this study demonstrates that cultural inequity might cause the cultural superiority of the
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Western culture. Consequently, this research provides the most effective cultural integration 
curricula to be built into Korean EFL education. It will be based on the idea that students 
learning a Second or Foreign Language (L2 or FL) need to approach the target culture with 
an assumption that the new patterns of behavior, belief, and value should be interpreted 
within the framework of their own native culture (Omaggio, 1993/2001).
The second aim is to reveal the importance of bilingual instruction which is being 
ignored in EFL classroom by examining the ideology of monolingual quality which focuses 
on “English-only” in English Language Teaching (ELT), as guided by native English 
speakers in Korean EFL classes. The “English-only” approach legitimizes the English 
language as the official one without any consideration of local or minority languages and 
cultures (Egea-Kuehne, 2000a). This contention is built on Phillipson (1992), who 
documents that the ethos of the monolingual quality of ELT implies the rejection of the 
experiences of other languages, meaning the exclusion of the child's most intense existential 
experiences (p. 189). On the basis of these statements, it is truly inappropriate to prohibit the 
native language within the context of EFL instruction led by native speakers; it may impede 
language acquisition because it merely minors disempowering relations (Auerbach, 1993).
Third, this study demonstrates the importance of cultural sensitivity and stresses 
that it is imperative to integrate culture into language teaching in Korean EFL settings. If any 
EFL classes still remain in the context of linguistic domination, linguistic isolation is a 
guaranteed concomitance with cultural isolation (Simon, 1980). The successful integration 
of culture and language teaching can contribute significantly to general humanistic 
knowledge, as the combination of language ability and cultural sensitivity. This also can play
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a central role in upholding FL students' native language and culture, as well as further 
interaction, negotiation and sharing with the target culture through integration of language 
and culture. Therefore, it is imperative that Korean EFL education emphasizes cultural 
understanding as well as linguistic concerns.
Fourth, this study will demonstrate the importance of multi-cultural perspectives 
based on cross-cultural understanding, which is beyond the cultural “unoism” stemming from 
the monolingual and monocultural quality of Koreans in the Korean EFL classroom. 
Knowledge about cultural backgrounds strongly influences Korean EFL students’ 
interpretations and constructions of meaning. In other words, an individual interpretation of 
a linguistic or cultural meaning will be heavily influenced by his or her life histories, lived 
experiences, interests, and preconceived ideas, i.e., cultural backgrounds.
Hence, for Korean EFL students, any distorted comprehension may follow not only 
from a misunderstanding of the linguistic aspects of the denotative meaning, but also from 
the connotative schema stemming from the cultural differences. Nonetheless, Korean EFL 
education is often just beyond the students’ level of interpretive capabilities. For example, 
although cultural differences may alter abstract representations of a given concept, Korean 
EFL students cannot recognize the difference between wound and injury, between empty 
room and vacant room. In fact, the two words in each of these pairs are translated as the same 
in Korean. As a result, when cultural phenomena differ from what EFL students anticipate, 
they often negatively regard the target culture as strange or weird (Tedlock 1983), and 
therefore, it is meaningless to try to convey the target cultural fact entirely on its own terms 
without reference to one’s own culture.
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1.6 Empirical Hypotheses
• The degree to which Korean EFL teachers and students recognize cultural inequity 
is significantly and inversely related to that of cultural integration.
• The degree of the belief in “English-only" instruction is significantly and inversely 
related to the degree of cultural integration.
• The degree to which the teacheror student experiences linguistic-oriented instruction 
is significantly and inversely related to that of being culturally integrated.
• The degree of cultural “unoism" is significantly and inversely related to that of 
cultural integration.
1.7 Research Questions
The following research questions will serve as a guide for this study:
• What is the degree of cultural inequity between the Korean and American cultures, 
as recognized by Koreans? What is the relationship between the degrees of cultural 
inequity and cultural integration in EFL class?
• What is the degree of “English-only" instruction in EFL classroom as perceived by 
its American native or Korean non-native teachers and students? What is the 
relationship between the degrees of “English-only” instruction and cultural 
integration in EFL class?
• What is the degree of linguistic-oriented instruction in EFL classroom as perceived 
by Koreans? What is the relationship between the degrees of linguistic-oriented 
instruction and cultural integration in EFL class?
• What is the degree of the Korean’s unosim, that is, the single cultural perspective in
21
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EFL classes as perceived by Koreans? What is the relationship between the degrees 
of Korean’s unoism and cultural integration in EFL class?
• What is the degree of EFL teachers’ and students’ cultural integration? What the 
priority orders among independent variables the most effect cultural integration?
1.8 Definitions of Terms
• The First/Second Language: L1/L2
• The Foreign Language: FL
• English as a Foreign Language: EFL refers to the role of English in countries where 
it is taught as a subject in schools but where it has no recognized status or function.
• English as a Second Language: ESL has three different definitions: (a) English for 
minorities and immigrants in English-speaking countries; (b) English in countries 
where there is an everyday purposive use of English but where it is not the LI (like 
India. Singapore, and the Philippines); and (c) English in countries (like Germany 
and Japan) where it is not an LI (Richards et al., 1985).
• Cultural Inequality: Cl, meaning cultural hierarchical relations between the Korean 
and American cultures due to the American superiority deeply embedded in the 
Korean cultural setting, including the Korean EFL classroom.
• English-only: EO, meaning the Korean EFL class use o f“English-only” by pre venting 
the use of Korean language in the classroom.
• Linguistic-Oriented: LO, meaning the EFL class focusing strongly on grammar, 
vocabulary, line-by-line translation, and so on.
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• Unoism: UM, meaning the cultural prejudice stemming from the Korean’s 
monolingual and monocultural environment.
• Integration of Culture: IC, meaning the EFL class that builds culture into its 
language-based courses.
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CHAPTER 2
REVIEW OF THE LITERATURE ON CULTURAL INTEGRATION
2.1 Present-Day Situation
In 1959, Brooks articulated the need for integration: “as language teachers we must 
be interested in the study of culture (in the social scientist’s sense of the word) not because 
we necessarily want to teach the culture of the other country but because we have to teach 
it” (p. 100). Almost 30 years later this notion was highlighted by Crawford-Lange and Lange 
(1987): who document that “culture is inseparable horn language and therefore must be 
included in language study; culture is in the act of becoming and therefore should be taught 
as process" (p. 258). Therefore, FL curricula as well as teachers not only need to help 
students acquire linguistic patterns, they likewise need to assist students to attain cultural 
patterns.
Nonetheless, culture is often regarded as simple information conveying by language, 
not as a quality of language itself, even if culture becomes the very core of language teaching 
through tremendous empirical research (Kramsch, 1993). Many teachers believe in the 
“teaching language first, and introducing culture later” approach discussed by Omaggio 
(1993/2001, pp. 357-358).
Since Korean EFL education has focused on “globalization,” English education has 
moved away from traditional EFL curriculum and instruction, which emphasizes rote 
memorization of the basic rules of the grammatical system and vocabularies, toward an 
emphasis on communication skills and greater flexibility of expression. Korean English 
education focusing on communicative competence has encouraged students to go out and
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apply what they have learned in the classroom. In fact, Korean EFL education has tried to
convey cultural knowledge for more effective communicative competence in the classroom.
It has recently included an additional part called “Listening Comprehension" and “Daily
English Conversation.” Despite the advent of the communicative approach, its grammar-
based nature and its transmission of surficial cultural information have remained unchanged
in the Korean EFL classroom.
Lafayette (1997) indicates the ignorance of teaching culture in FL classes
emphasizing communicative competence:
Among the three major components of the curriculum (language, literature, and 
culture), the greatest amount of time and energy is still devoted to the grammar 
and vocabulary aspects of language, even though the area of communication 
has advanced considerably during the last twenty years due to activities 
surrounding communicative competence, the functional-notional syllabus, and 
proficiency. Culture, however, remains the weakest component due to its 
uneven treatment in textbooks and to the lack of familiarity, among teachers, 
with the culture itself and with the techniques needed to teach it (pp. 119-120).
If cultural knowledge is not taught as part of communicative competency in the
Korean EFLclassroom, however, students’ authentic communication through knowing others
might not happen. This is because communication is “an interrelationship between a
language and its people" (Martinez-Gibson, 1998, p. 115). This is supported by Galloway
(1985), who argues that communication requires not only the grammatical system, but also
"living, acting, reacting, seeing, and explaining the world of the target country” (p. 56).
Martinez-Gibson (1998) adds that “sensitivity to other cultures is important, since what is
acceptable for one culture may not be for another." Martinez-Gibson continues with the
following statement:
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The foreign language classroom is where students can begin to acquire some 
awareness of people who not only speak differently but also act, react, and live 
differently. This cultural knowledge leads to a more tolerable acceptance of the 
world’s variation (p. 115).
Cultural knowledge through awareness in FL classroom must be viewed both as
enabling language proficiency and as being the outcome of reflection on language proficiency
(Kramsch, 1993). From the statements above it is apparent that FL instruction “must also
concentrate on the teaching of cultural insights, so that the student will be able to
communicate in the fullest sense of the word” (Hendo, 1980, p. 192). Consequently,
Lafayette (1993) adds:
Culture must become an integral part of second language learning and teaching.
And culture must affect not only language learning but also the individual 
himself or herself; second language teachers have a unique opportunity to 
broaden the horizons of students, to help them better understand themselves, 
and in so doing help them understand others 
(p. 143).
2.2 Culture
According to Bruner’s (1990) consideration of culture as “Acts of Meaning,” culture 
not only forms the minds of people but provides living tools. Bruner regards culture as the 
world to which people have to adapt and as the tool kit for doing so. This leads to a 
definition:
The most general implication is that a culture is constantly in process of being 
recreated as it is interpreted and renegotiated by its members, hi this view, a 
culture is as much a forum  for negotiating and renegotiating meaning and for 
explicating action as it is a set of rules of specifications for action (Bruner,
1986, p. 123).
Optimum learning can therefore be realized in settings that promote inter-mutual 
activities and sharing of the culture. That is to say, a child should create her/his knowledge
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“in a community of those who share his sense of belonging to a culture" (Bruner, 1986, p. 
127). Hence, as learners acquire an ability to engage in literacy behaviors and to know such 
skills, concepts, and ways of thinking, they become literate or familiar with culturally 
appropriate behaviors; they use certain cognitive strategies to structure their thoughts, 
complete their tasks, and so on.
According to Vygotsky (1978), cultural development allows mastery not only of the 
items of cultural experience, but also the habits and forms of cultural behavior, the cultural 
methods of reasoning. Subsequently, as students leam to interpret, to use the linguistic signs 
and symbols of the culture toward culturally appropriate purposes, they become constituents 
of the community of the target language; they become what that community considers 
“literate."
Lafayette (1993) cites Goodenough’s (1981) definition of culture: the criteria of 
culture are: (1) what it is, (2) what to do about it, (3) how to go about doing it. Goodenough 
stresses that it is imperative for teacher and student to understand the cultural and linguistic 
patterns of social interaction, along with prejudices of taste, sound, and color of the target 
culture and language. Lafayette (1993) explains that the concept of culture is divergent in a 
variety of modes, but they all include both knowledge and process. He explicates the 
necessity of basic cultural information in the following statement: “More important, however, 
they need basic cultural information for use as a vehicle in learning the process of first 
discovering oneself and only later the other while at the same time developing a sensitivity 
for people and things that are different or foreign so that eventually they may arrive at 
acceptance of the other* (p. 145). hi other words, learners’ understanding about knowledge
27
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
is related to the procedure of the stages of the natural, physical, social, and a mental growth 
of an individual. This means that learners interact with and interpret the world and the 
acquired knowledge.
Consequently, learning occurs in social context, and the learner’s relationships with 
other person serve an essential function in the interpretation process.
2.2.1 Definitions of Culture
In the process of defining culture, anthropologists have traditionally been concerned 
with that which is collective and shared (Robinson, 1985). Lafayette (1998) strongly 
advocates the inclusion of anthropological views on culture in FL education. He introduced 
the cultural concepts of several anthropologists and psychologists in his paper presented at 
Interdisciplinary Perspectives on Culture Learning in the Second Language Curriculum.
First, D’Andrade’s (1984) three major perspectives about the nature of culture are 
discussed: culture (1) as knowledge and as the accumulation of information, (2) as 
“constructed reality" which creates the central reality of a people, and (3) as a location 
between (1) and (2).
Second, Bruner’s (1990) consideration of culture is cited, that culture not only forms 
the minds of people but provides living tools. Culture is the world to which people have to 
adapt and is “the tool kit for doing so" (Lafayette, 1998, p. 116).
Finally, Lafayette (1998) perceives that culture influences not only the process of an 
individual’s language learning but also the individual himself, hi other words, second 
language teachers should help their students to understand themselves first, and eventually 
help them to understand others, that is, the target culture and language.
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With these concepts of culture in mind, several definitions of culture may be outlined 
from the anthropological viewpoint. According to the Kluckhohn and Kelly (1981), the 
concept of culture can be defined as all those historically created designs for living, explicit 
and implicit, rational, irrational, and non-rational, which exist at any given time as potential 
guides for the behavior of men. This definition supports an earlier statement of Kroeber and 
Kluckhohn:
Culture consists of patterns, explicit and implicit, of and for behavior acquired 
and transmitted by symbols, constituting the distinctive achievement of human 
groups, including their embodiments in artifacts; the essential core of culture 
consists of traditional (i.e., historically derived and selected) ideas and 
especially their attached values; culture systems may, on the one hand, be 
considered as products of action, on the other as conditioning elements of 
further action (Kroeber and Kluckhohn, 1963, 
p. 357).
Kluckhohn and Kelly’s (1981) definition of culture is supported by Hoijer (1953) who
documented: “traits, elements, or, better, patterns of culture in this definition are organized
or structured into a system or set of systems, which, because it is historically created, is
therefore open and subject to constant change” (p. 554). Brown (1980) defines culture as a
way of life: “Culture is the context within which we exist, think, feel, and relate to others”
(p. 122). Nelson Brooks (1968), who first attempted to define culture in FL classes provides
five definitions:
Culture 1: biological growth
Culture 2: personal refinement
Culture 3: literature and the fine arts
Culture 4: patterns for living
Culture 5: the sum total of a way of life (p. 210).
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That is to say, Brooks makes the distinction between formal culture (Culture 3) and
deep culture (Culture 4), which correspond closely Hendon’s (1980) “big C" and “small c"
culture. Brooks (1968) asserts that language teachers should emphasize Culture 4 in the FL
classroom. He further defines Culture 4:
Culture 4 refers to the individual’s role in the unending kaleidoscope of life 
situations of every kind and the rules and models for attitude and conduct in 
them. By reference to these models, every human being, from infancy onward, 
justifies the world to himself as best he can, associates with those around him, 
and relates to the social order to which he is attached (p. 210).
In the close relations of Brooks’ definitions on culture, Hendon (1980) distinguishes
“big C” culture, including art, philosophy, and literature, and “small c” culture, including
behavioral patterns such as customs, ways of thinking, values, and beliefs. While “big C”
culture is related to past achievements in a society, “small c" culture relates to current lives
and beliefs. Hendon focuses on deep cultural knowledge, represented as “small c” culture,
rather than the delivery of formal cultural information, represented as “big C” culture.
In defining the concept of culture, Brooks (1975) also makes distinctions between
culture and civilization. Brooks distinguishes culture as “the distinctive life-way of a people,
whether tribesmen, townsmen, or urbanites, who are united by a common language” and
civilization as “the flowering of the cultural life-way of a people into varied and refined
patterns of thought, belief, action, and aesthetic expression that offer wide scope for the
perfecting of individual talent and for involved and highly integrated achievement through
joint communal effort” (pp. 21-22). River (1981) argues that it is reasonable to introduce
civilization based on culture in defining the concept of culture. “Culture” and “civilization
should not be considered synonymous terms. “Civilization,” as traditionally taught, has
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included such areas as geography, history, artistic and literary achievement, institutions
political, educational and religious, accomplishments in the science, and major philosophical
concepts basic to the operation of the society. These represent aspects of the culture.
Culture in the contemporary teaching of languages includes these aspects but 
much more attention is paid to the everyday life style of ordinary citizens and 
the values, beliefs, and prejudices they have share with their fellows within 
their linguistic and social groups, with due attention to intragroup differences 
(River, 1981, p. 322).
Based on these concepts, Lewis (1990) distinguishes two major groups: 
culture/behavior and civilization/knowledge. Each division is subdivided further into content 
and skills.
Cultural/Behavior: Content. Etiquette; taboos and sensitivity; polite requests; 
invitations; gifts; apologies; introductions; use of telephone; purchasing and 
bargaining; routine banking.
Cultural/Behavior: Skills. Demonstrates limited social competence; can deal with 
routine social situations; comprehends common social rules; does not offend but does 
not miscommunicate; is aware of additional social patterns. 
Civilization/Knowledge: Content. Geographic, historical, artistic concrete facts in 
limited context; general current events and policies; Held of personal interest. 
Civilization /  Knowledge: Skills. Describes basic concrete historical, artistic, social 
phenomena; compares and contrasts; discusses a few aspects of home and foreign 
country (p. 39).
Robinson (1985) clarifies definitions of culture horn four standpoints: (1) a 
behaviorist definition; (2) a functionalist definition; (3) a cognitive definition; and (4) a 
symbolic definition. From the behaviorist point of view, culture “consists of discrete 
behaviors or sets of behaviors, e.g., traditions, habits or customs, as in marriage or leisure. 
Culture is something which is shared and can be observed" (p. 8). “The functionalist 
approach to culture is an attempt at making sense out of social behaviors. Culture is viewed 
as a social phenomenon” (pp. 8-9). The cognitive approach focuses on what is shared “inside”
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the “cultural actor.” Culture is not a material phenomenon. “Culture does not consist of 
things, people, behavior or emotions. It is the forms of things that people have in mind, their 
models for perceiving, relating, and otherwise interpreting them” (Goodenough, 1964, quoted 
in Robinson, 1985, p. 10). Goodenough continues: "the cognitive approach emphasizes the 
mechanism of organizing inputs. That is, culture itself is a process through which experience 
is mapped out, categorized and interpreted” (p. 10). Finally, Symbolic anthropologists view 
culture as system of symbols and meanings. Thus, they focus on the product of processing, 
i.e., the meanings derived. Symbolic anthropology is concerned with the dynamic inter­
relationship between meaning, experience and reality. Culture is a dynamic system-an 
ongoing, dialectic process, giving rise to symbols which may be viewed historically. 
Robinson (1985) argues that:
This concept of culture as a creative, historical system of symbols and meaning 
has the potential to fill in the theoretical gaps left by behaviorist, functionalist 
and cognitive theories. This dynamic notion theoretically dwells on the 
interdependence between the derivation of meaning within the learner and 
cultural experience (p. 11).
2.3 Important Factors of Teaching Culture
In order to prepare students to leam culture in the EFL classroom, EFL education, 
including teacher and curriculum, needs to be aware of the significance of the literature on 
the topics: acculturation and cultural awareness. Before discussing these, this section will 
briefly compare Korean culture with American culture.
between Korean and America^culture 
As mentioned in the introduction, since Korea is different from America in historical 
background and in geographical features, the two countries’ cultural values also are
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considerably different First of all, because the Korean family structure is rooted in a 
Confucian patriarchal system, a family-centered way of thinking developed. Korean 
traditional familialism is critical to the conduct and thought of Korean people. On the other 
hand, American culture is based on individualism, and is thus self-oriented. For example, 
while Koreans use frequently “We" or “our” in speaking, Americans us “I” or “my.” For 
another example, while Koreans naturally say “our house or our father,” Americans say “my 
house or my father.” This demonstrates a structural difference between the two cultures. In 
other words, while individuals are generally included in a familial concept which requires 
strongly self-sacrifice in Korea, individuals supersede familial interests and goals in the U.S.
Cha (1994) describes specific features of Collectivism in the traditional Korean 
culture in Table 2.1. It shows the features of Collectivisim that focus the family-oriented 
Korean culture.
In another example, Korean society is a totally age-segregated culture and is 
dominated by hierarchical social position. The Korean language has specifically developed 
honorific words and dis-honorific words: Jondae Maal and Baan Maal. Jondae maal is 
referred to words and intonations with which the person's respect of and politeness toward 
others are explicitly expressed, while Baan Maal may mean any form of disrespect or 
rudeness, but it is customarily used for individuals who are socially subordinate, i.e., juniors, 
supervisees, women, younger groups, etc. Within Korea’s hierarchical social system, the 
speaker is conscious of the selection of the appropriate words for the interlocutor, because 
the interaction between the speaker and interlocutor is founded in the social system or 
culture.
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Table 2.1
Specific Features of Collectivism in the Traditional Korean Culture: Values, Beliefs 
/  Attitudes, and Behaviors
Values BelieCr/Attitudes Behaviors
Dependence fear of independent action; lack of the 
notion of individual rights
grievances settled through a third party; 
intrusive and not respecting others' rights
Hierarchy obedience to and respect for parents, 
elders, and the *yangban* class
obedient, loyal, and compliant to 
authorities
Courtesy suppressing emotions and keeping thoughts 
to self; not being frank; restrained affective 
display
Heartfulness/
fraternity
mutual succor norm; friendship more 
precious than money; one gets paid for 
helping and not for work
willing to help even strangers; running 
mutual-aid organizations; group work; 
thanklessness; group support for success; 
confusing what is official with what is 
personal
Family line 
Many offspring 
Ancestors
offspring to inherit ancestor rites women are 
for bearing children ancestor worship; 
importance attached to ancestral graves ancestor rit; take pains in upkeep of 
ancestral graves
Filial piety 
Loyalty
filial piety
loyalty to the king and things 
Korean
deference to parents
Sacrifice 
of women
sacrifice required of women wives’ self-effacing work for husbands
Source: Cha, Jaeho (1994). Aspects of individualism and collectivism in Korea. In Kim 
Uichol (Ed.) “Individualism and colectivism (pp. 157-174). Cross-Cultural Research and 
Methodology Series, vol. 18. London: Sage Publications.
To be more specific, the Korean language has six distinctive speech levels and some 
other honorific (respectful) and dis-honorific (disrespectful) expressions. The choice to use 
the honorific and dis-honorific words is made on the basis of communicative distance 
between or among the people involved. The speaker should select either respectful or
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disrespectful words depending on the relationship-i.e., age, and social or economic status- 
between the interlocutors. For example, the English sentence “Have you eaten?” can be 
represented by two completely different phonological manifestations in the Korean language:
(1)Pap mek -  ess-n i?  (to a child)
meal eat past plain ending (Have you eaten?)
(2) Jinji japswu -  si -  ess -  upnikka? (to a senior) 
meal eat hon. past formal ending
Differential uses of Jondae Maal or Boon Maal can be based on person, i.e., first, 
second, and the third person. In the first person, “I" should not be with indifference to the 
social position held by the second person. One who is socially less established should not use 
Na-nun (a Korean word for “I am”). Instead, it is culturally expected to say Ju-nun in Korean. 
In talking to a person who is superior according to societal prescriptions, Koreans 
discriminate have distinct words to indicate respect and politeness.
For example, the first person should say Dangshin-nun rather than Nu-nun in Korean. 
To the third person who should be respected, i.e., husband, supervisor, president, etc., the 
first person is expected to say Geu-Boon-nun instead of saying Gae-nun in Korean. Jondae 
and Baan Maal are used differently in accordance with the age, seniority, or social status that 
identifies a person.
In addition to language differences. Table 2.2 outlines differences between Korean 
and American culture from the three points of view: (1) Cultural qualities, (2) Educational 
qualities, and (3) Learning style.
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Table 22
Comparison and Contrast between Korea and U.S A .: Cultural Qualities, 
Educational Qualities, and Learning Styles
Korean cultural qualities CULTURE American cultural qualities
Buddhism anfi Confucianism Religion Christianity
abstract
cyclical
ideal
Thinking Style
scientific
linear
logical
gradual View of the World democratic
collectivism
uniformity
Social Structure individualism
diversity
honor-respected 
respect for custom and tradition Cultural Value
practical-oriented 
respect for convenience
Korean educational qualities 1 EDUCATION American educational qualities
Behaviorism through repetition, 
practice, and discipline.
Self-discipline
Basis of Educational philosophy
(1) Constructivism, (2) democratic 
way of thinking, (3) schema-based 
learning development, and (4) the 
reflective practitioner.
Self-praise
Teachers are dispensers of 
knowledge.
Teachers are supervisors as well as 
evaluators.
In general, Korean teachers select 
and decide students’ assignment 
topics, content, etc. Thus, Korean 
students’ works are for a teacher's 
evaluation on students’ learning 
product rather than process.
Teacher-Roles
Teachers are facilitators.
Teachers demonstrate meaning to 
students by sharing literacy 
experiences with them.
The American teacher respects and 
encourages students’ own selections 
and decisions on assignment topics, 
content, and so on.
Passivity: listening, watching, and 
silence.
Students' participation in class is 
somewhat minimal.
Hesitance toward self- and peer- 
evaluations due to inexperience and 
a cultural feature.
Students-Roles
Activity: speaking, sharing, and 
presenting.
Students actively participate in class.
Self-evaluation is integral Peer- 
evaluation is seen as a sound means 
of sharing with others.
(table con’t)
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Homogeneity of students’ academic 
and economical background is 
assumed. Classes are often grouped 
homogeneously.
Group activity
Students work cooperatively in 
groups formed for many reasons, 
including shared interests.
Literacy is a product of a prescribed 
curriculum.
Emphasis is on skills such as 
vocabulary, spelling, and grammar 
that must be mastered before 
students can effectively read and/or 
write.
Literacy
Literacy is taught in a meaningful 
context
There is an emphasis on meaning and 
making sense in oral and written 
communication.
Students’ schemas help to connect to 
new experiences.
Strongly focused on error- 
correction. Error Approach
Error is regarded as development 
process.
Koreans' learning styles LEARNING STYLE Americans’ learning styles
Factual information is important Knowledge pursued Creativity and fantasy should be 
encouraged.
Students should be quite obedient Gass environment Students should participate in 
classroom activities and discussion.
Analysis is the teacher's job; 
Synthesis is the student's.
Teaching and learning 
perspectives
Critical thinking is important 
Analytical thinking is important
Students learn through 
memorization and observation.
Teaching and learning methods Students learn through inquiries and 
debate.
Choi (1992) synthesizes and abbreviates explicit examples and models regarding the 
differences between the two cultures, that is Korean and American cultures, in Table 2.3 
from: (1) Ways of life; (2) Sexual and human relationships; (3) Culture at home; (4) Ways 
of thinking; and (5) Body language.
Choi indicates that these examples are general cultural values and norms, thus some 
examples provided have been changed or are being changed due to the transformation of 
society, economics, and other factors.
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233. Acculturation
Acculturation can be defined as the process of becoming adapted to a new culture, 
that is, the acceptance of new patterns of behavior. The process of this acculturation leads 
to new cultural patterns being fitted into students’ existing or pre-acquired cultural 
framework (Mantle-Bromley, 1992).
Table 2.3
Cultural Differences between Korean and American Culture: (1) Ways of life; (2) 
Sexual and human relationships; (3) Culture at home; (4) Ways of thinking; and (5) 
Body language
Koreans Americans
Ways of Life
People bow as a greeting*, then, bowing is a 
sign of respect.
People never bow; in addition, bowing is sign 
of subservience or extreme formality.
(Greetings, 
Introductions, 
and Leave- 
takings)
Younger persons should first greet older 
persons.
First see, first greet
Koreans like to ask personal questions as a 
sign of friendly concern or even of 
affections.
Americans believe that privacy should not be 
talked about freely even with their friends.
Sexual and 
Human 
Relationships
“Where are you going?* is one of the 
greetings when Koreans encounter their 
friends or acquaintances in the street. In this 
cease, most of time Koreans do no ask for 
specific and concrete information, that is to 
say, destination.
Such a question is rarely used as a greeting.
Humility is the first virtue when younger 
person see older ones.
Being humble appears strange.
Youngers should be reticent about their 
feelings in front of elders.
American young people feel free to express 
their feelings or opinions in front of the 
olders.
Juniors must not call their seniors by name; 
instead, juniors put such words as ‘brother,* 
“sister,* or official position title after senior's 
given name or family name.
Juniors may call their seniors by name, 
particularly their first name.
Koreans never greet each other without an 
acquaintance.
Americans without an acquaintance usually 
greet each other when they confront each 
other on the street.
(table con’t)
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Showing affection in public is an 
indiscretion.
Showing affection in public is a social 
decorum.
Arrange marriages with advice of the parents 
or the help of the match maker are 
dominative and considered much safer.
Choosing partners based upon two persons’ 
feelings is regarded as normal and respectful.
Dutch pay is still heart-chilling and thus not 
so conducive to binding the personal 
relationships.
Unless mentioned as a special occasion or 
treat, each pays his share (or dues).
The boss is authoritative; thus, he expects an 
absolute obedience from their employees.
The boss-employee relationship is friendly.
Women stay home and are supposed to do 
most of the house chores.
Men can do anything, even cook food and 
clean house; women do not do everything for 
their husbands.
Guests usually refuse out of politeness when 
offered something to eat or drink.
Guests do not refuse.
Throughout the party, people exchange their 
cups or glasses with each other. They think 
that such an act (or perhaps a ritual) can tie 
up their friendship.
Such an act is regarded extremely unsanitary 
or even dangerous because a certain disease 
can pass on to others.
People take off shoes when entering a room. People wear shoes.
Culture at Home At the mourning ceremony or during the 
mourning, the chief mourners wear their 
traditional dresses made of white cotton or 
hemp cloth.
Americans wear all in black in such cases.
Each room is heated up by the ‘ondol" floor 
which has a separate heating system for its 
own.
Each house has one central heating system.
Koreans are apt to be silent at table. Americans enjoy conversation at table.
It is quite possible to visit other people’s 
houses without previous notice.
It is impossible to pay a surprise visit to other 
people’s house.
People entertain and meet friends outside 
the home.
People entertain and meet friends at home.
(table con’t)
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Esteem for superiority in status or age 
almost without question.
Respect given where it is deserved.
Ways of 
Thinking
People would never refute the opinion of 
age.
People question any and all opinions; in other 
words, no one is above being questioned.
Women have been trivialized and 
underrated.
Asocial conscience has been raised 
immensely against a sexual discrimination.
Gentlemen first, ladies next Ladies first, gentlemen next.
Formalism in behavior (face and formality 
control daily life in large measure).
Pragmatism (a personal satisfaction and 
casualty are counted first)
Deep down inside of Koreans runs 
inferiority complex Grom being historically 
checkered with shame and defeat
Perhaps Americans have superiority complex, 
knowing that the white leads the world.
"Four* is disliked as an unlucky number. Americans have an aversion to "thirteen.*
Making a circle with a thumb and a 
forefinger means ‘money*
It means ‘O.K.* or ‘good.*
Rasing one's thumb means “the boss* or "the 
best"
It means ‘victory* or ‘satisfaction.*
Raising one’s shoulders means nothings. It says that he has no idea.
Body Language Rubbing one’s nose says nothing. It may mean that he is disagreeing with 
someone or rejecting something.
When a junior in conversation with asenior 
thrusts his bands into his pockets, it can be 
very nasty and impolite.
It is not impolite and nasty for a junior to talk 
with senior with his hands thrusting in his 
pockets.
It is impolite for younger persons to sit on 
chairs with their legs crossed before older 
persons.
Younger persons can sit on the chairs with 
their legs crossed before older person.
When meeting a friend, women never kiss 
each other on the cheek; a man and a woman 
who know each other never either.
Women will often kiss each other; a man and 
a woman who each other well may kiss each 
other on the cheek when they meet.
When someone stares at some other on the 
street, it means that he has got angry enough 
to make a fight
To look someone up and down on the street 
means that he is uncombed or unzipped.
Source: "English Education and Practices," written by Hyunuk Choi (1992), pp. 31-46.
Thus, it is necessary to reorient students’ thinking and feeling appropriately in their
own cultural frame.
The process of acculturation runs even deeper when language is brought into 
the picture. To be sure, culture is a deeply ingrained part of the very fiber of 
our being, but language-the means for communication among members of a 
culture-is the most visible and available expression of that culture. And so a
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person’s world view, self-identity, his systems of thinking, acting, feeling, and 
communicating, are disrupted by a change firom one culture to another (Brown,
1986, p. 34).
Brown provides several different types of L2 learning involving acculturation. He
divides them into two major categories: Type One is “technically referred to as the learning
of an L2 or learning another language"; and Type Two is “technically called FL learning.
Namely, it can be defined as learning a non-native language in one’s own culture with few
immediate and widespread opportunities to use the language within the environment of one’s
own culture." Type One is subdivided further into: (a) within the culture of that L2 and (b)
within one’s own native culture where the L2 is an accepted lingua franca used for
education, government, or business within the country. For example, Type (1 -a) includes an
Arabic speaker learning English in the United States; Type (1-b) includes students learning
English in the Philippines or India; and Type (2) includes students learning French or
German in the United States. According to Brown, Type (I-a) involves the deepest form of
acculturation. Type (I-b) varies “the severity of acculturation experienced by the learner,
depending upon the country, the cultural and sociopolitical status of the language, and the
motivations or aspirations of the learner." Finally, Type Two produces “the most variable
degrees of acculturation since peoples attempt to leam foreign languages for such a variety
of reasons." Brown (1986) concludes:
Generally, however, the foreign language situation is more culturally loaded 
than second language learning in the native culture (1-b), since the language is 
almost always learned in a context of understanding the people of another 
culture. Foreign language curricula therefore commonly attempt to deal with 
the cultural connotations of the foreign language (p. 35).
41
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
2 3 3  Cultural Awareness
Hanvey (1975) has characterized four levels of cross-cultural awareness. The student 
initially regards culture in a stereotyped, superficial attitude at Level L At Level II the 
student can contrast the target culture with the student's own culture. The student is aware 
of more subtle expressions of culture and becomes frustrated, irrational, or nonsensical with 
his/her inability to operate “normally." At Level in, the student accepts the cultural event as 
an alternative behavior, rather than as a fallacious behavior. Thus, at this level the student 
can understand cultural facts in terms of the target culture’s frame of reference. Finally, at 
Level IV, the student can understand the target culture from the viewpoint of the insider and 
thus the student recognizes how the people of the target culture feel, think, and behave. This 
stage can be regarded as the level of empathy. These four stages for measuring cross-cultural 
awareness are summarized in Table 2.4.
Table 2.4
Four Stages for Measuring Cross-Cultural Awareness
Level Information Mode Interpretation
I Awareness of superficial or very 
visible cultural traits: stereotypes
Tourism, textbooks. 
National Geographic
Unbelievable, i.e.. exotic, 
bizarre
n Awareness of significant and subtle 
cultural traits that contrast markedly 
with one’s own
Culture conflict situations Unbelievable, i.e., 
frustrating, irrational
m Awareness of significant and subtle 
cultural traits that contrast markedly 
with one’s own
Intellectual analysis Believable, cognitively
IV Awareness of how another culture 
feels from the standpoint of the 
insider
Cultural immersion: 
living the culture
Believable because of 
subjective familiarity
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According to Hanvey, Level IV might be an ideal aim in FL class, but Level m  may
be a "reasonably worthy goal.” As new expressions of the culture are experienced, the student
is most likely to go back to Level n, where the student will cope with the frustration or
irritation of his/her culture-bound behaviors in relation to the newly acquired target cultural
experience and knowledge. At Levle HI the target culture becomes believable, and the
student can build a new set of cultural behaviors. Hanvey (1975) finally indicates the fact that
throughout the acculturation process the learner will necessarily fluctuate among levels.
In the procedure of acculturation referring to these four levels in a FL class, Brown
(1981) defines the FL teacher’s role in the culture learning process:
Teachers can play a therapeutic role in helping learners to move through stages 
of acculturation. If the learner is aided in this process by sensitive and 
perceptive teachers, he can perhaps more smoothly pass through the second 
state and into the third stage of culture learning, and thereby increase his 
chances for succeeding in both second language learning and second culture 
learning. A teacher can enable the learner to understand the source of his anger 
and frustration, to express those feelings, and then gradually to emerge from 
those depths to a very powerful and personal form of learning (p. 39)
That is to say, the teacher’s role is to help students deal appropriately with unexpected
emotional involvement caused in the acculturation process. Robinson (1985) articulates need
of the educational program to focus on developing empathy, which can be defined as the
capacity to see oneself in the other’s position, rather than in a mere affiliation with the target
culture and language fluency.
2.4 Cultural Superiority in ESL/EFL Research Reviews
Seven studies on the effect of provided cultural information show the strong 
relationship in ESL of English speaking countries and EFL of non-English speaking
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education. First, Steffensen, Joag-dev, and Anderson (1979) demonstrated that even implicit 
cultural knowledge, presupposed by a text and the reader’s own cultural background 
knowledge, can help students read and understand better than syntactically and rhetorically 
equivalent texts based on less familiar, more distant cultures. In their study, subjects from 
the United States and India were asked to read letters about an American and an Indian 
wedding. A wedding is ritual of general as well as particular significance. Every adult, 
regardless of cultural orientation, has a well-developed schema for the concept of marriage 
and for the ceremonies through which people wed, although the details of that schema will 
vary between cultures. Both groups of study subjects read their native passage more rapidly, 
recalled a larger amount of information, and produced more culturally appropriate 
elaborations. On the other hand, when the subjects read the foreign passage, more culturally 
inappropriate distortions surfaced.
Second, Carrell and Eisterhold (1981) compared advanced ESL Japanese and Chinese 
subjects on recall of a folktale from three different cultural orientations; native culture 
(Japanese or Chinese), second culture (Western European/English), and totally unfamiliar 
culture (American Apache Indian). Results indicated that the cultural origin of the text and 
the subjects’ prior familiarity or lack of familiarity with that culture affected the ESL 
subjects’ judgements of the level of difficulty of the texts as well as their recall of 
information from the texts.
Third, Johnson (1981) demonstrated that the cultural origin of a text has a greater 
effect on ESL reading comprehension than does linguistic complexity. In Johnson’s study, 
Iranian intermediate-to-advanced level ESL students and American students read an Iranian
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and an American folktale. One-half of the subjects in each group read the stories adapted or 
simplified in English; the other half read the unadapted versions of the same stories. Subjects 
were tested on their reading comprehension by use of multiple choice questions on textually 
explicit and implicit information, as well as by free written recalls. Statistical analyses of the 
data indicated that the cultural origin of the story had a greater effect on the comprehension 
of the ESL students than did the level of syntactic and semantic complexity of the text. That 
is, the Iranians performed better on the text from their native culture than on a text from 
American culture, and there were no differences in their performance between the 
syntactically adapted and unadapted versions of the Iranian text. Johnson concluded from her 
results that if ESL readers have the appropriate background schema for a text, they can cope 
equally well with unadapted, syntactically unsimplified texts.
Fourth, in another study of the cuitural-specificity of content schemata and their 
effects on ESL reading, Johnson (1982) examined the effect of prior cultural experience on 
ESL students’ reading comprehension of information in a text linked to familiar aspects of 
an American custom, as opposed to information linked to unknown aspects of the custom. 
Just prior to testing, subjects had experienced a typical American Halloween celebration. The 
text each student read contained both familiar and unfamiliar (historical) information based 
on the subjects’ recent experience of the custom. Statistical analysis of the recalls of the 
passage and of a sentence recognition task indicated that prior cultural experience prepared 
readers for comprehension of the familiar information in the passage. In addition, several 
different treatments concerning prior pre-teaching of vocabulary in the text seemed not to 
have any significant effect on reading comprehension. Three different types of vocabulary
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instruction prior to or concurrent with reading the target passage failed to produce any 
significant facilitating effects on the reading when compared to the absence of any 
vocabulary instruction.
Fifth, Yousef (1968) found that even after an intensive cultural orientation, Middle 
Eastern students were not able to interpret texts from the American culture because of 
negative attitudes. He concluded that the student’s resistance to American culture reduced 
their motivation and efforts to learn.
Sixth, Gatbonton and Tucker (1971) suggest that inappropriate values, attitudes, and 
judgements led to Filipino ESL students’ misunderstanding of American literature. 
However, when provided with relevant cultural information, their students’ reading 
comprehension improved.
On the other hand, seventh, there are studies which have failed to establish a direct 
relationship between vocabulary difficulty and reading comprehension. Trinman and Brady 
(1974) found that an instructional program on vocabulary resulted in an increase in native 
language readers’ performance on a vocabulary test by an average of about 20%. However, 
means for the reading comprehension measures were almost identical for passages with and 
without preteaching vocabulary. Jenkins, Pany, and Schreck (1978) reported on single 
sentences containing target words. On broader measures of the comprehension of native 
language readers, increased word knowledge had no effect
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CHAPTER 3
TEACHING CULTURES:
PROBLEMS EMBEDDED IN KOREAN EFL EDUCATION
This chapter consists of four sections. The first section describes the cultural 
inequality between Korea and America from two viewpoints: historic origin and influences 
of English education in Korea. The second section is about “English-only" instruction 
focusing on the monolingual quality from three points of view: historic origin, models, and 
functions of “English-only” instruction. The third section describes the linguistic-oriented 
instruction of the Korean EFL classroom from three respects: skill-based, grammar-focused, 
error-correction EFL. Finally, the fourth section discusses cultural “unoism” stemming from 
the monolingual and monocultural characteristics of Koreans. This unoism will be discussed 
from two standpoints: cultural stereotypes and ethnocentrism.
3.1 Inequality of Culture
As long as the cultural inequality between two cultures abides in EFL classroom, it 
is difficult to prevent from reproducing the American cultural superiority formed and 
continued since the period of American Military Government, which has planted the 
hegemony of the American culture and English language in the Korean’s mind-set. In fact, 
this American superiority tacitly appears in many respects of English education, i.e., the 
Korean EFL traditional curriculum in teaching language through repetition and memorization 
, EFL textbooks conveying the American culture without internalizing by comparing and 
contrasting with or to the Korean native culture, and structural hierarchical schooling.
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With bearing such quintessential dilemmas, Korean EFL education usually 
concentrates a remedial-oriented language class such as error-correction, rather than reflects 
on students’ affluent and various linguistic backgrounds, preferences, aptitudes, and ideas. 
EFL education focusing on a remedial purpose starts from the notion that EFL learners have 
a low-grade or deficient ability. EFL education spends most of teaching and learning in 
overcoming learners’ language inferiority and deficiency of English. Thus, it centralizes EFL 
education helping students who have the English language deficiency to possess the “native- 
like” performance of English. Unfortunately, this remedial-oriented language teachingcorrals 
students’ creative transformation and challenge by ignoring their potential linguistic 
background, possibilities, and abilities. This simply requires most students to comply 
gradually with the remedial programs in an indifferent way, so that it does not admit the fact 
that students learn and understand differently at various degrees. This concentrates on final 
results, not on how students acquire English language and the target culture, hi the long run, 
it promotes conformity and uniformity, along with “indifference." This statement is supported 
by Firth and Wagner (1997) who document that Second Language Acquisition (hereafter, 
SLA) acknowledges the learner identity as “the researcher’s taken-for-granted resource 
rather than “a topic of investigation” (p. 288). They conclude that the essential interest of 
SLA mind-set is on FL or SL learners’ “linguistic deficiencies and communicative problems”
(p. 288).
Furthermore, Lewis (1978) argues that common explanations for success and failure 
in the U.S. are based on an ideology that both justifies a “culture of inequality” and 
“mandates the existence of visible failure” (p. 192). Lewis has predicted that the need to
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blame the victim will increase as the disparity between rich and poor widens, hi Korea, the 
failure to master English is regarded as a Korean student's own inability rather than as a 
result of systematic and institutional cultural inequity between the two countries. The failure 
of Korean EFL students to achieve English "native-like” performance is blamed on the 
backgrounds of those who fail rather than on the programs in which the failure occurs. In 
other words, English education of Korea attempts to correct individual deficiencies rather 
than to reform the educational system.
The following section briefly clarifies: (I) the historic origin of the great role 
American culture has played in the Korean culture; and how the quality of the English 
language has become deeply ingrained in the Korean way of thinking and life; and (2) the 
influence on Korean culture, including education, ways of thinking etc., due to the cultural 
inequality between the two countries, including two viewpoints such as compulsory 
education and educational aids.
3.1.1 The Historic Origin
The cultural inequality between the two countries, Korea and America, actually 
originated in the period of American Military Government (hereafter AMG) from August 15, 
1945, to August 15,1948 (Sohn, 1992; Oh and Choi, 1993). The three years of AMG seem 
to be an extremely short period in the Korean history, but influences on Korean politics, 
economics, society, culture, and education were considerably, crucial, as well as powerful. 
The AMG period provided direct reason that Korean education is placed under the influence 
of the American educational culture (Kim, H. C., 1982). Since this period, the relationship 
between Korea and America was a hierarchical, not a paralleled structure (Sohn, 1992).
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Oh and Choi (1993) points out that the term AMG might etymologically cause a 
misunderstanding on the coexistence with the Korean Government. In other words, the term 
AMG might dilute the meaning of the immediate domination by the American army. 
Accordingly, the term AMG needs to be changed to “the American army of occupation or 
“the American domination” (p. 10). The reason is rooted in the fact that the AMG period was 
obviously controlled by the American army and the American administration. Unlike the 
American missionaries who beginning in 1882 encouraged Koreans’ oppressed spirits and 
helped the emancipation of Korea, the American army reigned over Koreans as a conqueror 
or a colonizer. Since Korea adopted an open-door policy toward the West in May 22, 1882, 
a few selected Koreans, such as royal and noble families, were able to contact with and be 
educated by Americans. However, the treaty of 1882 between Korea and the United States 
led to the influx of Western missionaries, particularly American missionaries of various 
denominations intent on bringing the Christian faith to the Korean people (Kim, H. C, 1982).
For the Koreans, the emancipation from colonialism by Japanese imperialism (1910 
to 1945) implied the outset of the construction of the new country. However, at that time of 
emancipation by others, not by Koreans themselves, Koreans were coerced into making a 
choice within the ideological opposition between the U.S. and the Soviet Union, and Korea 
was unavoidably dragged to an imperial and international competitive stage.
The AMG did not acknowledge the Korean nation as “emancipation nation,” and it 
rather displayed a character of an army of occupation (Sohn, 1992). The education policy of 
this period prioritized to the AMG’s benefit, rather than focusing on the Korean nation’s 
quality of independence and self-respect. This is supported by Baldwin (1974) who shows
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that the policy of the American administration toward Korea was not to be established with 
active aims and strong expectations that Korea is an independent country. Rather, the 
political trends pursued by the AMG’s administration focused on American security and 
benefit in relations between the two countries. Canoy (1974) described this situation in the 
following way: "far from acting as a liberator. Western formal education came to most 
countries as part of imperialist domination. It was consistent with the goals of imperialism: 
the economic and political control of the people in one country by the dominant class in 
another” (p. 3).
After the Korean emancipation in 1945, the most important responsibility of Korean 
education was to liquidate the colonial education of Japanese imperialism. At the time Korea 
was emancipated from Japanese imperialism, Korea rejected a traditional education format 
of the long history of colonial mobocracy, and Korea had the crucial mission to eradicate 
influences of the Japanese colonization. In such a situation, the democracy the AMG 
introduced looked like an important and effective model, and most Koreans believed the 
democratic principles were able to eradicate the Japanese colonial culture embedded in Korea 
and to encourage the Korean national consciousness and spirit. As expected, the democratic 
policy of the AMG wiped out the vestiges of Japanese imperialism and further established 
the new democratic regime in Korea. However, the democratic regime in Korea, which the 
AMG propelled, had a limitation: it was conducted only by pro-American or pro-Western 
intellectuals who regarded American democracy as the absolute criteria. Moreover, by 
considering only the position of the AMG, the military government tacitly accepted retention 
of Japanese officials and pro-Japanese as military government advisors, because they were
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able to speak English and knew exactly how to manage Koreans. The reason for this may be
that it was difficult to find qualified Koreans able to help the AMG due to thirty-six years of
colonial mobocracy, and that the AMG could not strictly screen the pro-Japanese who
collaborated with the Japanese colonial government (Lee, 1995). This policy of the AMG
absolutely opposed Korean emotion and culture.
In addition, the AMG was excessively dependent on the reliability of interpreters
employed by the AMG, who ignored the actual Korean situations and opinions (Mead, 1951).
Although the new Ministry adopted almost without modification the decisions 
made by the Council, the fact that the military government failed to punish 
traitors, or at least to exclude them from office, and that they mainly depended 
upon opinions of pro-American or pro-Western intellectuals, laid the 
groundwork for a series of anti-American movements some decades later (Lee,
1995, p. 14).
While the AMG selected the method of an indirect occupation based on the generous
or friendly policy toward Japan, which was the hostile country and a defeated nation, the
AMG did not show even basic credibility and ruled over Koreans through misunderstanding,
disrespecting, and underestimating (Oh and Choi, 1993). This is supported by Mead (1951):
The wisdom of the American choice is a matter bearing further examination.
To have selected a brand new system immediately without having the 
opportunity of ascertaining the people's wishes would have been highly 
impractical. Nor was the old Korean government given any serious thought.
The Americans knew little or nothing about it (p. 74-75).
These considerable fallacies of the AMG resulted in changing Korean’s conception
of the Americans from liberation army to occupation force. Mead (1951) further states that
this effort of the AMG eventually resulted in nothing but establishing the American system
in place of Japanese imperialism. That is to say, under the principles of American democracy
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in Korea, the Korean national culture faced another difficulty. The Koreans, who were
accustomed to losing their own culture and language in Japanese colonial education, imitated
unilaterally Western culture, norm, and belief (especially American) without internalizing
it through systematic reflection and discussion based on the Korean culture and situation.
The Japanese colonial rulers shrewdly maneuvered the Korean consciousness 
so that the idea that the outdated Korean culture must be discarded in order for 
Korea to modernize itself began to be impressed on the Korean mind. In the 
end, the Koreans came to develop an inferiority complex about their own 
traditional culture. While instilling this thought into the Korean mind, the 
Japanese took some of our valuable cultural remains over their country 
destroying a great deal at the same time. The schools systematically implanted 
acultural inferiority complex in young Korean minds, so that educated Koreans 
naturally despised traditional culture and revered the western and the Japanese 
cultures. What is truly sad, however, is that this state did not end with the 
conclusion of colonialism, but is still continuing (Kim, S. L.,1987, p. 17).
As a result, the historical context of that time strongly influenced Korean education
policy. For example, English and social studies in almost all Korean schools were
considered as the most essential subjects, which led eventually to the English-centered trend
(Sohn, 1992, and Oh & Choi, 1993). The reason that the two subjects were regarded as
necessary, rather than the Korean language and Korean history, is that the formal language
of this period was English, used for all purposes as the MacArthur proclamations stated
clearly. This confirmed the nature of the common use of English in Korea. The influence of
these proclamations was very authoritative and took action immediately in Korean education.
In the long run, the aim of the AMG was to educate the pro-American or pro-Westem
intellectuals through extended English education based on compulsory education and
educational aid. Since then, the ability to speak English in Korean society has been regarded
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as the essential channel of upward mobility. The cultural subordination by America 
originates from this period (Oh & Choi, 1993).
The emphasis of social science in the Korean schools was related to the prevention 
of communism in Korea as well as the establishment of American democracy. At that time, 
most Koreans were eager to attain equality and freedom because they had experienced the 
deprivation and exploitation from Japanese imperialism and the slavery system for so long. 
Thus, such yearning for equality and freedom easily led Koreans to accept communism. 
Thus, the AMG could not help but prevent communism and focus on democracy. “One of 
the principal missions of military government in Chosen (old term of Korea) was to form a 
bulwark against communism” (Mead, 1951, p. 52). The educational policy of the AMG was 
absolutely based on the democratic freedom, but they committed a paradox which did not 
acknowledge the variety of Koreans’ thoughts (Oh & Choi, 1993). The AMG tried to 
introduce and apply American-style democratic education while maintaining the 
centralization of Japanese imperialism at the same time. Furthermore, the AMG caused the 
duality of the Korean educational system by grafting dependent and imitative democratic 
education on to the colonial educational system (Oh & Choi, 1993).
3.1.2 Influences
As an appeasement policy, education was the most effective instrument and method 
to pacify Korean complaints and indignation toward the AMG. According to Sohn (1992) 
and Oh & Choi (1993), the appeasement policy through education in Korea had a high 
probability of success in conciliating Koreans toward the AMG. For most Koreans were 
anxious for the opportunity of education and they absolutely believed in the power,
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credibility, and value of education, feelings generated by the academic-oriented culture of
Korean society stemming from Confucianism. The AMG apprehended the high concern and
passion for education and indeed applied it as practical policy. According to Oh & Choi
(1993), the AMG policy used education as an expedient to prevent Korean anti-American
movements, through expanded education via the compulsory system and educational aids.
The extension of educational opportunity led Koreans to dilute economical and social
complaints. The AMG tried through education to make Koreans perceive democracy as a
gradual process and change. Thus, denying a gradual process or arguing a radical change
eventually regarded as supporting communism. Accordingly, Koreans had to conform to the
AMG policy, rather than claim a change.
The value Koreans placed on education stemmed from two viewpoints, First, from
the viewpoint of a nation, Koreans believed that education was the most important motive
force for Korean development, and second, from the viewpoint of people, Koreans believed
that education was the only objective criterion for determining personal social class, because
of the collapse of the feudal system of traditional Korean society (Oh & Choi, 1993).
Koreans strongly asserted that only education was the valid tool for success in life, that is,
social upward mobility. Unfortunately, many Koreans did not recognize that upward
mobility, as Deneire (1992) put it, “does not depend on education, but rather pre-existing
capital-ownership, social position, etc’ (p. 11). Deneire (1992) further articulates that:
They are denied the status of rational agent by virtue of their biological 
constitution or social position and their only function is to satisfy the needs of 
the state and economy. The goal of education is to shape them to fulfill the 
specific function assigned to them by the “choosers,” and to develop 
appropriate approaches, methods, and techniques functional for that purpose
(p. 11).
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If schooling was the only instrument for upward mobility during the AMG, the 
endless effort to obtain an educational level, such as a degree, for the success or promotion 
could not help but increase. Considering briefly the compulsory education and educational 
aids conducted by the AMG helps in understanding why English is situated as the superior 
Held in Korean society.
Compulsory education: Compulsory education in Korea had to be praised in that it 
extended and equalized educational opportunity for most Koreans. Most Koreans believed 
that this compulsory education was able to eradicate illiteracy. The illiteracy rate of those 
over 12 year-old was then 77 percent (Committee on Compilation of History of Education, 
1960, p. 10, quoted in Lee, 1995, p. 15). This schooling was the most appropriate method to 
transmit American policy and ideology and to transplant American-style education and 
democracy to Korea. According to many sources, at that time the AMG was unable to carry 
out compulsory education due to an extreme lack of teachers, schools, equipments, funds, 
and so on. Most Korean schools operated two kinds of school systems, morning and evening 
schools, and most Korean students were taught outside classrooms. Compulsory education 
of the AMG increased the rate of school attendance to 15 % of all Korean populations in 
October, 1947. This rate was actually the same as that of Americans (age 5-25) attended in 
schools in 1940 (Oh & Choi, 1993). This effort of the AMG was praised by all Koreans, who 
affirmed that education was the most important motive force of Korean development. 
Nonetheless, compulsory education caused inevitable competition to enter upper schools. For 
example, only 20,000 of 300,000 elementary students were able to enter middle schools.
280,000 elementary students then lost the opportunity for further education. The capacity of
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middle schools could accommodate no more than 20% of elementary school students in 
Korea. Accordingly, an entrance exam was compared to “hell” (Chosun Daily, 1946, & 
Independence Daily, 1946, quoted in The Korean Modem History m, 1946).
Eventually, the generalization of compulsory education resulted in the insertion of 
the youth into one single cultural and ideological matrix (Rigaux, 1991, p. 37, translated by 
Deneire, 1992, p. 9). Most Koreans students learned and accepted unconsciously the 
superiority of English and American culture without internalizing them in accordance to 
Korea's own cultural frame. For this reason, many Korean scholars argue that compulsory 
education had to be performed after all peripheral conditions had been prepared, such as the 
recruitment of sufficient teachers, preparation of educational equipments, adequate 
establishment of schools, etc. The excessive educational trend for attaining diplomas made 
and still makes Koreans believe that English will automatically open the door to upward 
mobility. Knowing English may be an inevitable and necessary condition in Korean society, 
but uit is by far not the only one for upward mobility; capital ownership, social class, race, 
and often gender are at least equally important* (Deneire, 1992, p. 10). Still, this social 
situation is inevitable in the today’s educational setting of Korea.
Educational aids: Emancipation fundamentally required that the Korean educational 
system reorganize. In fact, such educational reorganization in Korea could be executed only 
by direct or indirect American aid. This situation led to only positive, never negative, 
evaluation of American educational aids. Needless to say, educational aids played a 
significant role in reconstructing of degrading educational equipment, increasing necessary
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schooling, extending educational opportunity, and eradicating Japanese imperial education 
(Oh & Choi, 1993).
Nonetheless, educational aids for Koreans were the most important reason for cultural 
inequality between the two countries. First of all, the educational aids of the AMG 
concentrated on the local elites whom the AMG needed. Under the abundant educational 
aids, many Korean educators and students were educated at American universities in the 
short term or long term. The American education investigation committee included many 
well-trained American educators who came to Korea so that selected elite teachers and 
students could teach English and other subjects. For example, the educational aids focusing 
on training the local elites of Korea are described in the following report entitled “Program 
of Educational Aid from America." This program of aid is as follows:
1) It sent 100 Korean educators immediately to America.
2) It invited 10 American educational specialists to Korea
3) It sent the investigation committee organizing the American specialists to 
Korea.
4) It sent Korean students to American universities.
5) It invited 100 American teachers to Korea to teach Korean teachers and 
students in the Korean schools for one year (A-be, 1987, pp. 13-15).
Considering this program carefully, it reveals that the AMG ignored the practical 
educational supplies and funding toward the Korean education (Oh & Choi, 1993, Sohn, 
1992, and Kang, 1980). Educational aids were divided into equipment aids and technique 
aids at a ratio of 6:4. However, the equipment aids were limited to school supplies. Such 
educational aids of the AMG, as William Hayes who staying in Korea in 1948 indicated, 
were inferior to aids of the Japanese imperial period in 1938 (quoted in Oh & Choi, 1993).
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Namely, educational aids stimulated by the American philanthropies did not reach
poor and marginalized Koreans. Subsequently, Korean educators trained by Americans,
under this aid program played a pioneering role in introducing and transplanting American
culture and education to Korea. According to Sohn (1992), the nine percent of all educational
aids from the United States concentrated on Seoul National University, which is the leading
school in Korea. It reveals that the educational aids of the AMG were to educate the selected
local elites. With regard to this point, Canoy (1974) reveals the hidden significance of the
American education aids; in the long run, assistance for education is ostensibly designed to
promote economic growth of under-develop countries such as Korea, but the context of
educational grants and the technical advice which accompanies them, puts certain conditions
on the development process (Hayter, 1971).
At this time, the group whose advice and cooperation are most favored in foreign
countries is the progressive bourgeoisie. It is this bourgeoisie that is most attuned to the
development process the United States wishes other countries to follow.
Thus, the pattern of growth which emerges from U.S. support of local 
bourgeoisies is distributed extremely inequitably and is often accompanied by 
cruel dictatorships. While the conditions extant in each society are the direct 
responsibility of those who control the society, U.S. agencies choose to deal 
with those particular intermediaries rather than representatives of the 
oppressed, especially those representatives who argue that foreign private 
investment and U.S. development strategy and goals are inconsistent with the 
well-being of their people (Canoy, 1974, pp. 312-313).
In other words, the AMG needed to educate many local elites to exert their power, 
and post-colonial elites have tried to educate the lower classes to exert power over the 
country in the post-colonial era (Deneire, 1992). This is supported by Cooper (1982)
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When a language is needed for vertical integration, especially in the sense of 
facilitating social communication between the ruler and the ruled, the 
educational system becomes once again a favored medium for communication.
When there is little vertical integration, and thus little opportunity for social 
mobility, the spread of English is impeded because those without opportunities 
for social mobility see little value in learning the language (p. 10).
After the end of the AMG period, Korean intellectuals and educators who regarded
American culture and education as an absolute value played an important role in the
reproduction of this system. According to several researches, the Korean students studying
abroad of America from 1953 to 1970 reached approximately 80 or 90 percent of all Korean
students studying abroad. In the case of university professors, professors earning doctoral
degree in the American universities reached 51 percent of total 666 professors at the Seoul
National University in 1967; 62 percent of 211 professors holding the doctoral degree of
foreign universities at the Korea University; 83 percent of 214 professors at the Yonsei
University; and 72 percent of 97 professors at Ewha Woman’s University (Lee, J. Y., 1989;
Han & Kim, 1990; and Sohn, 1992). In other words, most of the best elites in Korea were
educated in the United States. Needless to say, to study abroad is to obtain better extended
opportunities of education, and Korean students studying at foreign universities were the
influential human resources (manpower) for a far-sighted national policy and development.
However, for Koreans the reckless or excessive America-centered studying abroad might
impede the opportunities to leam and experience the cultures and languages of other foreign
countries. Canoy (1974) criticizes the strategy of American educational aids as follows:
The wartime organization of assistance formed the basis for later U.S. aid 
programs. Educational assistance, under its conception as a complement to the 
expansion of trade and development in the U.S. model, was used primarily to 
train elites in the United States and to promote international studies in U.S.
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universities. Schooling was seen as a means of influencing national elites to 
lead a U.S.-inspired and financially supported economic and political 
development process (p. 316).
Finally, Oh & Choi (1993) reveals that the education aids of the AMG did not bring 
practical effects to the AMG itself, but was significantly used to advertise the goodwill of 
the America. Sohn (1992) concludes that American educational aids have been adhered to 
the distribution of American education as well as cultural colonialism. English language 
ability was the one of the most important tools to judge Koreans’ promotion in society. 
Nationwide English education was justified through compulsory education and extended via 
educational aids. Furthermore, in Korean EFL education, it is difficult to escape from the 
potential evaluation that the American culture is superior to the Korean culture. Philipson 
(1992) asserts that "the dominance of English is asserted and maintained by the establishment 
and continuous reconstitution of structural and cultural inequalities between English and 
other languages” (p. 47). Thus, such cultural and structural inequalities between the two 
cultures still remain in place.
3.2 Monolingual Quality through English-only Instruction
"English-only” instruction, as students learn English with minimal LI literacy, might 
cause students to suffer serious repercussions in self-esteem; their sense of deficiency is 
enhanced "either because they are de facto excluded from the classroom or because their life 
experiences and language resources are excluded” (Auerbach, 1993, p. 18). Auerbach 
strongly criticizes the inappropriateness of the monolingual approach, that is, "English-only” 
instruction, in the following statement:
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Thus, a monolingual approach to ESL is rejected not just because it may slow 
the acquisition of English but because it denies learners the right to draw on 
their language resources and strengths; by forcing a focus on childlike uses of 
language and excluding the possibility of critical reflection, it may ultimately 
feed into the replication of relations of inequality outside the classroom, 
reproducing a stratum of people who can only do the least skilled and least 
language/literacy-dependent jobs (p. 22).
With this notion in mind, this section studies English-only instruction from the three 
points of view: (I) The historic origin; (2) The models of English-only instruction with 
bilingual examples; and (3) The functions of English-only instruction.
3.2.1 English-only Instruction
Despite support for bilingual instruction, many American ESL instructors teaching 
in Korean EFL classrooms and using the Korean EFL curricula still continue to uphold the 
notion that English is the only acceptable medium of communication within the confines of 
the English classroom. However, it is very dangerous to prevent Korean EFL students from 
speaking the Korean language or using the Korean way of thinking. Such “English-only” 
instruction might be related to the notion that the only use of English-medium education 
could destroy indigenous norms and values and replace them with those of America 
(Naysmith, 1986). This might discourage Korean students1 motivation to leam English and 
further might impede the Korean students’ own culture and language. Rather, Korean EFL 
classes need to take advantage students’ own language and culture in order to enliven the 
effective development of learning English.
Nonetheless, the Korean Ministry of Education has announced that Korean EFL 
students will be “partially" taught English by using only English, beginning in 2001. This 
project is based on the seventh national curriculum which describes one of the general
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characteristics as student-oriented in order to increase autonomy and creativity of learners. 
This curriculum encourages a fundamental and an advanced process at each grade level so 
that it inspires students’ voluntary involvement in learning English according to their needs 
and learning ability. Subsequently, this seventh national curriculum mandates a shift from 
English texts to conversation-oriented English, an enlargement of NS teachers, a 
reinforcement of a training program for Korean EFL teacher, and a strong requirement of an 
English conversation skills in an employment exam for EFL teachers. In other words, this 
curriculum forcefully demands Korean EFL teachers and students to acquire English 
conversation competence.
To do so, this curriculum appreciates English education: (1) focusing on encouraging 
various English language activities such as a role-playing and a drama in real simulations so 
as to increase students’ motivation, process, experience, and interest; and (2) relating to 
students’ need and purpose through a consistency with an English practical use. Thus, the 
Korean Ministry of Education, based on students’ competence and an educational 
environment, has decided that this “English-only” instruction will be gradually implemented, 
(for example, elementary school 3"*, 4th, and middle school 1“ grade from 2001; elementary 
school 5th, 6th, middle 2**, and high school 1“ from 2002; middle school 3rd and high school 
2nd from 2003; and high school 3rd from 2004), to keep pace with the seventh national 
curriculum (Dong-A Daily, June 28,2000, p. 14).
Regardless of the intention of the Korean Ministry of Education, however, the 
questionnaire research conducted by the educational institution in Seoul discloses that only 
727 (10.1%) of total 7227 Korean EFL teachers replied that “it is possible to teach English
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classes in only English.” 4060 teachers (56.2%) can teach English in the Korean language
by using short English sentences. 2440 teachers (33.7%) responded that “it is impossible to
teach English class in only English,” that is, they frankly express that they are not confident
of teaching English in English (Dong-A Daily, August 14,2000, p. 13).
3.2.1.1 The Historic Origin
Considering the historic origin of "English-only” instruction in the U.S., there have
been periodic fluctuations in policy, often determined by political rather than pedagogical
factors, such as “Americanization” (Auerbach, 1993). According to Auerbach (1993), the
Americanization movement was promoted as a means of countering the increase of
immigration and the growing role of immigrants in the labor movement which led Americans
to an “increasingly xenophobic atmosphere in the early 20"* century" (p. 12). On the historic
origin, Auerbach cites Crawford (1991) and Baron’s (1990) contention as follows:
ESL instruction became a vehicle to enhance loyalty both to the company and 
the country, with companies like the Ford Motor Company requiring 
employees to attend Americanization classes (Crawford, 1991, p. 155). English 
was associated with patriotism -  speaking ‘good’ English was equated with 
being a ‘good’ American (Baron, 1990, p. 155). (p. 12).
Moreover, Phillipson (1992) reveals asignificant and interesting observation on ELT 
from the book entitled The life and adventures o f Robinson Crusoe, written by Daniel Defoe 
(1719/1965). Phillipson (1992) cites Crusoe’s business, that is, Crusoe’s English lesson to 
Friday, is to teach Friday “everything that was proper to make him useful, handy and helpful” 
(Defoe, 1719/1965,p.213,quoted in Phillipson, 1992,p. 109). More specifically, Phillipson 
(1992) indicates that Robinson Crusoe’s English lessons to Friday were one of the earliest 
examples of English language teaching. Phillpson, however, continues that the power
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relationship between the two people reflects the “racial structure of western society at the 
heyday of slavery” (p. 109).
Analyzing such Phillipson’s document, Pennycook (1998) apparently demonstrates 
that “Crusoe’s assumption of mastery over Friday and his immediate start on the project of 
teaching Friday English (rather than, for example, learning Friday’s language), are iconic 
moments in the long history of the global spread of English” (p. 11).
With these historic origins, in the Korean EFL classroom, “English-only” instruction 
might segregate the American NS teacher from the Korean EFL students. In other words, this 
instruction might impede sharing of cultural and linguistic integration among them, in that 
the Korean students have to speak only English and simply receive what the American NS 
teacher transmits, rather than to discuss, negotiate, and dialogue the shared culture and 
language among them. In this vein, Pennycook (1998) indicates the current situation of the 
ELT as follows:
Some of the central ideologies of current English Language Teaching have 
their origins in the cultural constructions of colonialism. The colonial 
construction of Self and Other, of the TE’ and ‘SOL’ of TESOL remain in 
many domains of ELT" (p. 22).
That is to say, the ELT as a “site of cultural production" might fade away from of
ultimate aims of ELT, (TE’ is ’Teachers of English’ and ‘SOL’ is ‘Speakers of Other
Language’).
As Phillipson (1992) argues, in addition, many Koreans seem to believe the five basic 
tenets on language learning Phillipson indicated. These tenets are:
• English is best taught monolingually.
• The ideal teacher of English is a native speaker.
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• The earlier English is taught, the better the results.
•  The more English is taught, the better the results.
•  If other languages are used too much, standards of English will drop.
(p. 185).
Phillipson (1992) argues that these tenets have become the cornerstones of the 
hegemony of English worldwide, even though these tenets have been largely obscured or 
despite the fact that they are based on arguments which have been challenged by research.
3.2.1.2 The Models of English-only Instruction
Brisk (1998) outlines English teaching models across three criteria-linguistic goal, 
target population, and language distribution in literacy and subject matter instruction-in 
the following table.
3.2.1.3 The Functions of English-only Instruction
It is in fact almost impossible to escape the imposition and powerful influence 
exerted by “English-only" instruction, so that this supremacy of the native speaker keeps the 
United Kingdom and the United States at the center of ESL/EFL education (Rampton, 1990). 
As a specific example of the ideology of monolingualism, furthermore, “English-only” 
instruction of ESL/EFL settings equates “the acquisition of English with patriotism and 
Americanization" (Wiley & Lukes, 1996, p. 519). Accordingly, in Korean EFL classes 
literacy might be equated with English literacy, that is, the ability to speak, write, read 
correctly, and listen to English rather than the ability to comprehend cultural knowledge 
cross-cultural understanding and cultural experience.
As a result, in this situation the Korean EFL students might have to develop new 
perceptions of reality and to behave accordingly without the learners’ internalization of target
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language speakers’ patterns and values. Egea-Kuehne (2000a) strongly argues that “English 
only” through language control in the American classes might lead language minorities to 
Table 3.1
Comparison of Models
Models Goals Target
Population
Language Literacy Distribution Subject Matter
English-only Instruction Models
ESL P in Minority In English Content-based ESL (some programs)
Structured
immersion
ELD Minority In English (some limited 
LI)
Sheltered English for all subjects
Bilingual Education Models
Dual language Bilingualism Majority.
international
LI and L2 or L2 and L3 AH in LI and L2; or all in one. and some in 
the other
Canadian
immersion
Bilingualism Majority L2 first. English later 
(early)
All subjects in L2 for 2 years; in English and 
12 remainder of schooling
Two-way Bilingnalism Majority.
minority
LI first for each group or 
LI and L2 for both
All subjects in LI and L2 distributed equally 
over the grades
Two-way
immersion
Bilingualism Majority.
minority
First in minority's LI 
then in English
All subjects in minority’s LI first, increasing 
use o f English over the grades until it reaches 
50%
Maintenance Bilingualism Minority LI literacy first, then in 
English
All subjects either in both languges or some 
subjects in native language others in English
Transitional ELD Minority LI literacy first, then in 
English
Most subjects in LI with ESL instruction; 
gradually to all subjects in English
Submersion 
with LI 
support
e l d Minority English literacy, limited 
LI literacy
All subjects in English with tutoring in LI
Bilingual
immersion
ELD Minority LI and English literacy 
from the beginning
Concept development in LI; sheltered 
English for all subjects
Integrated
(TBE)
Partial
bilingualism.
ELD
Minority
with
majority
participation
LI literacy first, 
exposure to English from 
the beginning
All subjects in LI and in English, but 
assignment by student suited to language 
needs, and particular program structure
Note) TBE= 'ransitional £tilingualEt ucation; ELD=Eng ish Language Development;
Ll= native language; L2= second language; L3= third language
Source) Brisk. Maria Estela (1998). Bilingual education: from compensatory to quality
schooling. Nahwah, NJ: Lawrence Erlbaum Associates, Pub.
exclusion “from access to the languages, education, and information needed to be socially 
and economically engaged” (p. 11). As a result, the only dominant language is coerced into
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excluding the others and gradually displacing them (minorities’ languages and cultures) from 
the mainstream of a class or even a society (Egea-Kuehne, 2000a). Under such class 
environments, students are thus restricted to the less active modes, such as silently listening, 
watching, attending, and so on (Jacob, 1981). From a similar viewpoint, the NS's 
monolingual approach is to legitimize the ignorance of a local language if the EFL education 
still adheres to a monolingual as well as a monocultural approach. These approaches might 
reinforce a sense of American superiority and implicitly degrade the image of Korean EFL 
students’ native language and culture.
In addition, Eg6a-Kuehne (2000a) continues, “minority is not synonymous with 
numbers. Rather it is a matter of power relations between groups.” (p. 2). hi fact, fifty to sixty 
students in a class are being dominated by the linguistic and cultural power of the one NS 
teacher. Such a native speaker concept in FL or L2 classes will bring only political and 
economic advantages to the countries from which particular languages originated (Phillipson, 
1992).
This unbalanced class structure is exacerbated by the NS’s ignorance of the ways and 
minds of the local people and their language (Cem & Alptekin, 1984). Cem and Alptekin 
(1984) critically indicate two contradictions regrading the NS teachers; (1) Even though the 
NS teacher focuses on increasing cross-cultural awareness and sensitivity, he/she seldom 
understands the host culture or how to speak the local vernacular; and (2) NS teachers 
attempt to expose students to and make them aware of the norms and values of the English- 
speaking culture in the students’ own setting, while the NS teachers themselves continue to 
usually remain monolingual and monocultural. The authors further reveal three reasons that
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aggravate the situation: (I) a paucity NS training program to teach the host country’s 
language and culture; (2) the temporary nature of the NS’s sojourn in the host country, and 
(3) a cultural superiority idea that they may bring to the sojourn. They should be warned that 
this monolingual and monocultural approach (in this case, English only and American 
culture) in FL or L2 classes leads to nothing but the fate of NS teachers facing mental and 
physical isolation in the host society.
Therefore, Egea-Kuehne (2000a) contends that the monolingual approach in the U.S. 
is a crucial agenda today; and any legislation of English as the official language legitimates 
the ignorance of local as well as minority students' languages and cultures. Accordingly, she 
explains that “the dominance of one language implies the exclusion and gradual 
disappearance of the others, generally under a rhetoric of homogeneity presented as 
beneficial" (p. 8). This is supported by Phillipson (1992), who documents that “the ethos of 
monolingualism implies the rejection of the experiences of other languages, meaning the 
exclusion of the child’s most intense existential experience” (p. 189).
More specifically, hegemonic English language plans promote legislation for the sake 
of “preserving bonds” and “promoting opportunities," which aims at restricting language 
rights, thus limiting access to education, and impeding socio-economic participation. She 
further continues that such action might be eventually used “as a mechanism of ideological 
control to manipulate and shape the thinking and values of various groups” (p. 10).
Thus, we as educators should recognize that the role of language is to provide access 
to human rights, democracy, and autonomy as related to the other, and the responsibility to 
reexamine, rethink, and reinterpret (Egea-Kuehne, 2000a).
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As Preston (1981) states, monolingual and monocultural programs of ESL might be 
inappropriate for numerous Korean EFL students who do not want to be "culturally 
assimilated.” Consequently, Korean EFL programs need to create a better and more effective 
model for successful bilingual instruction, rather than hold an unrealistic goal of "native- 
speaker-like performance” in target language teaching and learning.
As to the ineffectiveness of monolingualism, Egea-Kuehne (2000a) indicates that 
educational opportunities are depreciated due to "linguistic control or coercion,” which is 
based on "monolingual solipsism.” The "monolingual solipsism” eventually causes exclusion 
from the learning process as well as the loss of all ability to be involved in the decision­
makings that affects students’ lives. In fact, most Koreans have a strong negative attitude 
toward monolingual and monocultural solipsism. The reason is associated with the Korean 
educational regime as a national curriculum historically imposed during the period of 
Japanese colonial rule. The Japanese rulers attempted to simplify the school system and 
shorten the school year. They violently and obligatorily imposed their language and culture 
on Koreans. Under Japanese colonial policy, Korean education was not about educating 
people, but rather it was about forcing Korean students to be loyal to the Japanese king 
through linguistic and cultural imperialism. The Japanese rulers extensively controlled 
school-based education through a centralized administrative system and thus utilized schools 
as an instrument of colonization. With regards to such a linguistic imperialism, Egea-Kuehne 
(2000a) comments as follows:
Linguistic imperialism, may not operate through colonial conquest per se any 
longer, but nevertheless continues its hegemonic control the world over 
through numerous other venues, more or less overt or covert, including
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religious missions, philanthropic enterprises, market takeovers, military or 
genocide expeditions, and especially schools and educational institutions (p.
10).
Eg6a-Kuehne (2000a) concludes that American education that holds to “only one 
language,” which is an increased emphasis on monolingualism and a decreased emphasis on 
bilingualism, fails to recognize the value of plurality and plural education.
33  Linguistic-Oriented Classes
Korean EFL education experienced a radical transformation by introducing the audio- 
lingual method and contrastive analysis based on the language learning theory of empiricists 
based on behaviorism in 1960. In 1970, the rule-governed in learning language by rationalists 
such as Chomsky’s universal grammar was made mainstream in EFL education. In 1980, 
Korean English education focused on skill-using rather than skill-getting, so that it strongly 
emphasized Communicative Language Teaching (CLT) functional-notional syllabus. Finally, 
in 1990 EFL education centralized English language acquisition rather than learning, that is, 
it focuses on authentic acquisition rather than superficial comprehension (Choi, H. U., 1992). 
Yet, under linguistic-oriented instruction, learning of English is still unchanged. English 
teaching methods are parts of the cramming system of education, designed to raise scores in 
a series of standardized tests. Such a curriculum is influenced by the NEEU. hi other words, 
NEEU requires mere linguistic capabilities, rather than “meaning making” (Doll, 1993), and 
cultural competencies in multiple levels. Consequendy, the concern of secondary schools and 
private language institutes is to develop a technique which leads students to the right answer 
to English exam questions in a limited time, so that they can earn a higher score.
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However, as Speidel & Nelson (1989) put it, a systematic instruction in English 
language grammar, syntax, and definition have failed to produce any generalizable 
significant effects in English language among ESL learners. Furthermore, the American 
traditional learning style (which conventionally emphasizes correct oral reading, proper 
pronunciation in English, systematic instruction on vocabulary lists, and English language 
grammar and literal comprehension) not only deter language development of ESL students 
but also impede their overall cognitive development because of loss the true meaning and of 
the enjoyment of learning (Scarllerar, 1990). Norris and Damico (1990) further articulate that 
“current research indicates that children do not learn language in order to articulate correctly 
or speak well-formed sentences, but rather to derive meaning and accomplish purposes” (p. 
214). Nonetheless, over the years the Korean EFL education was dominated by Chomsky’s 
(1957) formalistic, context-free, and grammatical competence programs for linguistics. In 
other words, English acquisition through repetition, memorization, and drills based on the 
methods of traditional Confiician education was widespread and is still unchanged in Korean 
EFL classroom. This section briefly outlines this English linguistic-oriented instruction of 
Korea from three points of view: (1) Skill-based EFL; (2) Grammar-oriented; and (3) Error- 
correction.
3.3.1 Skill-based EFL
Linguistic-dominated classes in Korea centralize skill-based learning focusing on 
product or achievement rather than process, by providing opportunities for learning from 
only the behavioristic perspective. This perspective argues that all behavior is a response to 
stimuli, so that behavior occurs in associative chains. Thus, “conditioning” involves the
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strengthening of associations between a stimulus and a response, through reinforcement. 
Accordingly, human language is a sophisticated response system acquired through operant 
conditioning (Skinner 1957; Hilgard 1962, and Wardhaugh 1976). Furthermore, this 
behaviorism includes “norm-referenced testing programs, mastery learning, and 
compensatory rededication programs for students who differ from the norm” (Hiebert, 1991,
p. 2).
This approach is criticized by Doll (1983), who suggests the coming of a new
curriculum theory of growth and development, based not on “Newtonian concepts of linear
order,” but on “modem, biological concepts of self-regulated order" (p. 166). Doll critiques
traditional education based on behaviorism:
Traditional education is a derivation of the Newtonian view of science. This 
view—ordered, set, deterministic, predictable, objective, atomistic, and linear 
-  began when Copernicus suggested an alternative to Ptolemy. Thus, the 
behaviorism of teacher-centered classrooms with its emphasis on pre-set ends 
can be traced back to Newton and his view of a predictably ordered and 
coordinated universe. One of the key elements in this view is a sense of linear 
order...in hierarchical structurations...with the learner as a passive, obedient 
receiver (Doll, 1983, p. 169).
In contrast to this traditional language method, constructivism regards learners as 
active participants in creating theirown knowledge. This viewpoint is supported by Vygotsky 
(1978) who contends that learners’ variable lifestyles and experiences construct their 
knowledge, hi other words, learners’ understanding about knowledge is related to the 
procedure of the natural, physical, social, and a mental growth stage of an individual. This 
means that learners interact with and interpret the world and the knowledge; and meaning 
is a function of the learner's background and determination. Therefore, learning occurs in
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social context, and the learner's relationships with other persons serve as an essential 
function in the interpretation process. This standpoint, furthermore, is supported by two 
assertations of Doll (1983,1986): (1) development occurs more through cooperation than 
competition; and (2) meaning evolves through dialogue and interaction. These theories are 
based on Dewey’s philosophy of interactionism and Piaget’s perspective that humans develop 
cognitive structures through interaction with the environment (Doll, 1993).
In addition, skill-based EFL instruction takes Chomsky’s “rule-governed" system, 
exemplified by Universal Grammar theory. This theory hypothesizes the existence of a set 
of basic grammatical elements or “fixed abstract principles” that are common to all natural 
human languages and that predispose children to organize the input in certain ways 
(Chomsky, 1965). As for this “rule-governed" system, however, Rumelhart and McClelland 
(1981) have ruled out language as “rule-governed” phenomenon. They state that languages 
are constructed or built There are no rules or norms anywhere in building language. They 
certify that “it is not based on the formulation or consultation of rules” (p. 196).
3.3.2 Grammar-Focused EFL
In spite of the consequences of non-linguistics in FL, the instruction of most EFL 
education in Korea tends to focus on the understanding of grammatical structure (i.e., linear 
grammar-based curricula), error-correction, and line-by-line translation. Such a pedagogy is 
based on cognitive psychology, which is concerned with studying “mental activity” (Ellis, 
1990). Diller (1978) contended earlier in the line of Ellis’ thinking, when he articulated that 
the linguistic rationalist tended to focus on “meaningfulness" or merits of grammatical 
structures and line-by-line translation, which are in absence of non-linguistic factors.
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As a result, this method emphasizes the memorization of the basic rules of the 
grammatical system and vocabularies. Moreover, it values line-by-line translation through 
converting the First Language (LI) into a Second Language (L2), and it analyzes strategies 
used for thinking, understanding, remembering, and producing language. Such strategic 
processes include transference, simplification, generalization, and re-constructing 
(McLaughlin, 1987). Recently, Korean EFL has tried to focus on listening comprehension 
and conversation, but its grammar-based nature has remained unchanged. Korean EFL 
classes often devote valuable class time to teaching test-taking skills and drilling students on 
multiple-choice grammar items.
3.3.3 EFL Focusing on Error-Correction
In FL classes, error-correction or error-prevention is traditionally regarded as very 
important elements, in that many FL teachers and even students understand that error- 
correction or error-prevention leads certainly to FL proficiency or accuracy. In the case of a 
Korean EFL class, most Korean EFL teachers believe that all errors should immediately be 
corrected so that students are neither required nor permitted to discover and correct their own 
mistakes. That is to say, many Korean EFL educators do not question the validity of this 
mechanistic approach to error-prevention or error-correction. As a result, most FL teachers 
focus on error-correction and then repeat the correct pattern toward accuracy whenever a 
mistake is made. On such traditional concepts about errors, Nelson Brooks (1960) considers 
errors as having a relationship to learning, resembling sin to virtue: "Like sin, error is to be 
avoided and its influence overcomes, but its presence is to be expected” (p. 58). Brooks 
suggests instructional procedures toward error-free utterances. According to Hendrickson
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(1987), such conventional ideas on error stem from the notion that "practice makes perfect,” 
so that FL student, including in the Korean EFL curriculum, is forced to spend many hours 
memorizing dialogs, manipulating pattern drills, and studying all sorts of grammatical 
generalizations.
However, some considerable researches done in the area of error-correction provides 
evidence that an increased occurrence of direct error-correction does not lead to greater 
accuracy in the target language (Hendrickson, 1976). Rather, errors are perfectly normal in 
learning FL language just as students produce abundant errors while acquiring their first 
language. Here, errors that their parents expect and accept are regarded as a natural and 
necessary parts of child development (Richard-Amato, 1996). Errors are signals that actual 
learning is taking place. They can indicate students’ progress and success in language 
learning (Corder, 1967). Therefore, FL teachers need to tolerate students’ errors as well as 
provide meaningful feedback, rather than inundate the students’ papers with red ink, so that 
students can feel more confident about using the target language or foreign language 
(Hendrickson, 1987). Development is not linear (Doll, 1992); rather, it moves forward and 
back, and forward and back again. This is supported by Murray (1982) who documents that 
the most important discoveries are made during the process of revision. Thus, FL teachers 
need to help students rethink, rewrite, and reread by providing them with opportunities for 
the students to stand back from their academic work. FL classes need to recognize that it is 
time to learn from errors, not prevent errors. From this viewpoint, Hendrickson (1987) notes, 
“many foreign language teachers already have responded to their students’ needs by 
implementing innovative methods and materials that encourage creative self-expression and 
by not insisting on error-free communication” (p. 357).
76
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
With this positive perspective toward FL errors in mind, first, the Korean EFL 
educators need to encourage a competence for students’ self-correction (or evaluation) as 
well as peer-correction (evaluation). Self-correction can help students to seek heuristically 
authentic knowledge via acts of self-reflexiveness, self-creation, and transformation. Peer- 
correction inspires shared knowledge through collaboration, negotiation, and conversation 
with peers.
Second, error-correction might be handled indirectly in learning the target language. 
For example, if the student writes or says “On Tuesday my mother sick,” the teacher might 
respond with “I’m sorry your mother was sick" (quoted in Richard-Amato, 1996, p. 74). Such 
an indirect error-correction can help a teacher focus on a meaning as well as students 
(especially reluctant EFL learners), and create an atmosphere in which the students want to 
talk and write in the target language.
Third, EFL educators should recognize that there are more important factors than 
error-correction and error-prevention: perception of background situations of the students, 
such as different learning styles, feelings, attitudes, and motivational factors in learning the 
target language so that teachers attempt to see the learning process rather than the product. 
3.4 Unoism Stemming from a Single Cultural Perspective of Koreans
The monolingual and monocultural environment of Koreans might lead Korean 
students to “unoism,” based on the single cultural perspective. Brown (1953) describes a 
person with this single cultural perspective, whose “entire view of the world is determined 
by the value-perspectives he has gained through a single cultural environment -  who thus 
cannot understand or accept the point of view of another individual whose values have been
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determined by a different culture -  such a person may be considered culture-bound in his
attitudes” (p. 1203). Moreover, Hendon (1980) defines such people as “culture-bound,”
[ijnclined to make premature and inappropriate value judgments. They are 
brought up in the belief that their cultural patterns are right and proper, while 
the practices and beliefs of others are correct only to the degree that they reflect 
the beliefs of one’s own group (p. 192).
This “unoism" stemming from a monolingual and a moncultural perspective of 
Koreans might impede cross-cultural understanding in Korean EFL classes which often 
ignore the value and belief of the target culture and language. For instance, through Korean 
education based on “unoism," if one is asked how to make a square a circle, most Koreans 
are likely to say, “we have to cut the four-comers of the square in order to make circle.” Few, 
if any, Koreans are likely to respond by answering “we may add four partial circles to the 
edges of the square.” This way of thinking is based on the Confucian indoctrination, which 
focuses on error-correction, rule-governed regularities, and skill-based learning, and which 
is outcome-oriented toward standardization and equalization (sameness and indifference) of 
students. This unoism may be discussed from two perspectives: (1) Cultural stereotypes; and
(2) Ethnocentrism.
3.4.1 Cultural Stereotypes
Stereotypes are most harmful if they create barriers to understanding the target culture 
and if they prevent the growth of empathy. This is because stereotypes can impede 
widespread and productive thinking and behavior regarding the target culture. Thus, it is very 
difficult for students to see reality clearly if they are controlled by inaccurate preconceptions 
(in this case, stereotypes).
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Nonetheless, Adams (1986) argues that “stereotypes continue to play a large role in 
our lives” (p. 13). hi the foreign language classroom, as a result, stereotypes are especially 
unfair if the behavior of one individual from the target culture is generalized to all of its 
people, a phenomenon that happens very often in tourist encounters. Heusinkveld (1985) 
proposes that the foreign language classroom can provide an excellent forum for discussing 
and understanding cultural stereotypes. According to Heusinkveld, a "surface culture” (say, 
a fact-only focused culture) approach, which has been commonly used in the study of culture, 
often emphasizes rote memorization rather than the development of greater sensitivity to 
cultural phenomena and understanding of deeper cultural values. Kramsch (1983) argues that 
we as teachers must involve the student emotionally and intellectually in interpreting these 
cultural stereotypes that stem from a surface culture approach.
3.4.2 Ethnocentrism
According to Yetman (1985), ethnocentrism is the inability to view other cultures as 
equally viable alternatives for organizing reality. It is a common characteristic of cultures, 
whereby one’s own cultural traits are viewed as natural, correct, and superior to those of 
another culture, whose traits are perceived as odd, amusing, inferior, or immoral. The 
inability to view another culture through its cultural lens rather than through one’s own 
cultural lens prevents an understanding of the second culture (Gollnick & Chinn, 1990). If 
L2 or FL students do not recognize and learn about cultural differences in their classroom, 
they might assume that people of other cultures are just like them (Bennett, 1995). Bennett 
(1995) calls this phenomena the default state o f ethnocentrism ( i.e., the belief that native 
culture stands for troth and this is more authentic, accurate, normal, and common than other
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cultures). He thus argues that not to learn about cultural differences is dangerous, but to 
ignore cultural differences that lead to ethnocentrism in L2 or FL classrooms is more 
perilous.
It is especially difficult for Koreans, who have single cultural perspective stemming 
from the monolingualism and monoculturalism, to hold multiple perspectives to understand 
other cultural values and beliefs, as well as norms. Thus, if a Korean EFL class intentionally 
taught ethnocentric identities and culture, supporting egocentrism, Korean students’ language 
and culture learning would be hampered. Some students might believe that learning about 
other languages and cultures is somewhat unpatriotic and consequently resist alternate views, 
as well as believe that only that which strengthens national culture and economy is important. 
Such ethnocentric EFL education based on egocentrism can be an impediment to second 
language acquisition (Taylor, Meynard, and Rheault, 1977) as well. Kincheloe (1998) argues 
that egocentrism as opposed to a connectedness impedes cognitive development obtained 
through our own immediate experience.
Moreover, egocentrism hinders our competence to construct our own self-awareness, 
so that this self-centeredness provides scaffolding for ethnocentrism, racism, homophobia, 
and sexism. Therefore, Kincheloe (1998) insists that teachers ought to encourage students 
to overcome tendencies toward prejudice and stereotyping in order to see the world not only 
in terms of self-centered perspectives. Korean EFL education might encourage both teachers 
and students to integrate their own culture with the target culture from both insiders’ as well 
as outsiders’ points of view. In doing so, it is imperative to hold on to the importance of 
understanding the cultural background and experiences of other persons rather than judging
80
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
them by our own standards. This principle is called as "cultural relativism,” that is, an attempt 
"to understand other cultural systems in their own terms, not in terms of one’s own cultural 
beliefs” (Miller, 1979, p. 44). hi other words, EFL education should be beyond the unoism 
that causes cultural stereotypes and ethnocentrism, and should move toward multiple 
perspectives on other cultures based on cultural relativism.
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CHAPTER 4 
RESEARCH METHODOLOGY
4.1 Quantitative Research Measures
Both quantitative and qualitative research methodologies were used to gather data in 
this study. For the quantitative data, 83 Korean EFL teachers in 10 middle schools, 7 high 
schools, and 4 others (one elementary school, two private institutes, and one university) 
participated in this study. The researcher used “The Directory of Middle/ High Teachers in 
the Kyunggi Province" (1999) to acquire English teachers’ names, phone numbers, and 
addresses, and then contacted them by telephone or by e-mail to explain the purpose of this 
study. In addition, the researcher called school principals and academic directors in order to 
get their assistance. Teachers were selected from the following schools:
Table 4.1
Names of Schools of Teachers who participated in Quantitative Research
Middle Schools High Schools Others
1) DS Women Middle School
2) East SW Middle School
3) JG Middle School
4) IC Middle School
5) PA Middle School
6) SJ Middle School
7) St Middle School
8) East SN Middle School
9) West SN Middle School
10) WS Middle School
1) IC High School
2) KG High School
3) SB High School
4) SH High School
5)YS High School
6) YS Women H. S.
7) YB Women H. S.
1) CC Elementary School
2) ECC Language Institute
3) KG Language Institute
4) KK University
hi most cases, schools asked to be identified by initials only to prevent comparison 
with other schools and to minimize potential harm from exposure of personal opinions. Many 
EFL teachers also insisted on anonymity through use of alphabetic initials to protect their
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privacy. This study therefore utilizes alphabetic initials for personal and school names in 
order to obtain permission to conduct research freely. Some of the schools and the teachers 
did not object to the use of their actual names, but this study uniformly employs alphabetic 
initials in referring to all names.
In addition to the 83 EFL teachers, 286 Korean EFL students volunteered to 
participate in this research. Students were randomly selected from 10 middle schools and 9 
high schools in the Kyunggi Province of Korea. School principals, academic directors, and 
English teachers assisted in the selection of students, randomly selecting students who were 
willing to participate in the project Five to thirty students from each of the following schools 
participated in the questionnaire research:
Table 4.2
Names of Schools of Students who participated in Quantitative Research
Middle Schools High Schools
1) East SW Middle School
2) KS Middle School
3) MW Middle School
4) PA Middle School
5) SW Middle School
6) SN Middle School
7) TJ Middle School 
S)WC Middle School
9) YK Middle School
10) DS Women Middle School
1) CH High School
2) CM High School
3) HH High School
4) KG High School
5) SS High School
6) SK High School
7) YS High School
8) YB Women High School
9) YS Women High School
The research was conducted from April to July 2000, with questionnaires of 13 
questions regarding demographic information, and 42 questions relevant to the measurement 
of the level of socialization with cultural inequality, English-only instruction, linguistic 
domination, and “unoism” or the “uno-cultural perspective.”
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As quantitative statistical method, this research employed SPSS/PC+ (Statistical 
Analysis Package for the Social Scientist) which is capable of performing many of the 
statistical analyses covered in this text and many more thousands of scores in that seem to 
be almost endless ways, and it also can generate the simplest of calculations, means, 
medians, and modes as well as correlation (SPSS calls it, a Pearson Correlation) between 
independent and dependent variables. Pearson Correlation can measure the degree and 
direction of linear relationship between two variables. The presentation and analysis of data 
are arranged in four separate sections. The first discusses the demographic data on the 
students and teachers who participated in the study, including:
• Grade Level
• Gender
• Age
• Location
• Years of Teaching or Learning English
• Hours of Teaching or Learning English per Day
• Future Expectations on English
• Number of Interactions with Native Speakers of English per Month
• Number of Visits to English-Speaking Countries during Lifetime
• Durations of Visits to English-Speaking Countries
• Preference of Native Speaker Teachers
• Value of Studying Abroad to Leam English
• “After-School” English Classes and Activities
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Second, this research presents the degrees and values of the following variables for the 
Korean EFL teachers and students:
• Cultural Inequity (Cl)
• English-only Instruction (EO)
• Linguistic-Oriented Instruction (LO)
• “Unoism" (UM)
• Integration of Culture (IC)
Third, this research reveals statistical correlations between the demographic data and the five 
variables:
• Grade Level and CL EO, LO, UM, & IC
• Gender and CL EO, LO, UM, & IC
• Age and CL EO, LO, UM, & IC
• Location and CL EO, LO, UM, & IC
• Years of Teaching or Learning English and CL EO, LO, UM, & IC
• Hours of Teaching or Learning English and CL EO, LO, UM, & IC
• Future Perspectives with English and CL EO, LO, UM, & IC
• Number of Interactions with NS per Month and CL EO, LO, UM, & IC
• Number of Visits to English-Speaking Countries and CL EO, LO, UM, & IC
• Duration of Visits and CL EO, LO, UM, & IC
• Preference of NS Teachers and CL EO, LO, UM, & IC
• Value of Studying Abroad to Learn English and CL EO, LO, UM, & IC
• “After-School* English Classes and Activities and CL EO, LO, UM, & IC
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Fourth, this research presents the statistical correlations among 5 variables.
(1) Correlations between the independent variables and dependent variable (IQ will be 
analyzed:
• Cultural Inequity and Integration of Culture (Cl & IC)
• “English-only” Instruction and Integration of Culture (EO & IC)
• Linguistic-Oriented Instruction and Integration of Culture (LO & IC)
• “Unoism” and Integration of Culture (UM & IC)
(2) The priority of causal relationships will be explored to determine which independent 
variable most strongly affects cultural integration in the Korea EFL class.
(3) Correlations among four independent variables will be examined:
• Cultural Inequity and English-only instruction (Cl & EO)
• Cultural Inequity and Linguistic-Oriented instruction (Cl & LO)
• Cultural inequity and Unoism (Cl & UM)
• English-only instruction and Linguistic-Oriented instruction (EO & LO)
• English-only instruction and Unoism (EO & UM)
• Linguistic-Oriented instruction and Unoism (LO & UM)
Research instruments include a number of Likert-type scales from “very strongly 
agree” to “very strongly disagree," weighted 1 to 6, respectively (see Appendix B). 
Approaching “I" means a high level of each variable (CL EO, LO, UM, & IQ  and “6” 
implies a low degree of each variable. Any opinions marked with #7 are counted as no 
response. In analyzing the data, relationships between the four independent variables 
(cultural inequality, “English-only” instruction, linguistic domination, and unoism) and the
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one dependent variable (integration of culture) are examined at a .05 level of statistical 
significance. In addition, the relationship for a priority order between the four independent 
variables and the dependent variable is established by multiple regression analysis. This 
multiple regression is used to figure out the interrelationships among a series of variables that 
are logically ordered on the basis of impact (Yarenko et al., 1982). Accordingly, the multiple 
regression analysis can determine a priority order that indicates which element among the 
independent variable most strongly affects the integration of culture in the EFL classroom.
To heighten the validity of the research instrument, the research scales have been 
translated into two different versions, so that participating teachers and students have a clear 
understanding of the research questions at their respective cognitive levels. Words and/or 
texts that might cause difficulty to both groups of participants were clarified by adding 
necessary descriptions or interpretations. There are a number of items whose scores must be 
reversed in the analysis, i.e., (1) item #12 on the cultural inequality (Cl) scale, (2) item #2 
on the “English-only” (EO) scale, (3) most items of the unoism (UM) scale, and (4) all items 
of the integration of culture (IQ scale (see Appendix B).
(1) Item #12 on the cultural inequality scale indicates “very strongly agree" to mean 
strong belief in an equal relation between the Korean and American cultures, along with two 
languages. Thus, indicated “ 1" should be transformed to a “6" and vice-versa to be consistent 
with “High" and “Low" in the other questions.
(2) Item #2 on the “English-only” instruction scale indicates “very strongly agree" 
with the crucial use of Korean language as a vehicle language. Scores originally indicated 
“1" should be reversed to “6," and vice-versa.
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(3) The unoism (UM) scale items include words containing negative meanings such 
as “impair," “inappropriate," “hinder,” “prevent," “a barrier,” etc, so that to indicate “very 
strongly agree” is to imply that the single cultural perspective of Koreans, that is UM, 
impedes or hinders the acquisition of the target language and culture. So, “very strongly 
disagree” would mean that a single cultural perspective of Koreans is not related to the 
acquisition of the target culture and language. This exhibits a strong UM perspective because 
participants display an intense pride in the Korean culture, attitudes, and beliefs. The 
indicated “1" should be transformed to a “6" and vice-versa.
(4) All items on the integration of culture (IQ scale compare perceived need with 
the present situations and experiences, so that if present experiences are “more,” responses 
should be “less.” When students and teachers indicate a higher level of “need” for IC, this 
means that their present-day experiences in Korean EFL education have a higher level of 
paucity in IC. hi other words, one who says “I need more of it” is expressing “a state of 
lacking of it.” The indicated “I" should be transformed to a “6," and vice-versa.
Such transformations are regarded to increase the reliability and validity of the 
instrument by minimizing Hawthorn and Pygmalion Effects. The Hawthorne Effect refers 
to any situation in which the experimental conditions are such that the mere fact that the 
subject is aware of participating in an experiment, is aware of the hypothesis, or is receiving 
special attention tends to improve performance. The Pygmalion Effect refers to changes in 
the subject’s behavior, in this case the subject's rating on the questionnaire, brought about 
by the experimenter’s expectations (Borg and Gall, 1989). To eliminate those effects, 
participants are required to “think and rethink” rather than respond in an indifferent manner.
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Low (+)
IC
(-)
High
High Low
Cl, EO, LO, & UM
Note: (+) means a positive relation, and (-) means a negative relation.
Figure 4.1
General Relations between Dependent Variable and Independent Variables
The implications of “high level or strong" and “low level or weak" variables are 
explained in the following statements:
• Definition of a “high level of cultural inequality (Cl)" or a “strong recognition 
of Cl": Students (or teachers) recognize that there exists a high level of CL
• Definition of a “low level of Cl” or a “weak recognition of Cl”: Students (or 
teachers) believe that there exists a low level of CL
• Definition of a “high level of English-only (EO) instruction" or a “strong 
belief in EO”: Students (or teachers) strongly believe (or think) that EFL 
classes should be conducted in English only.
• Definition of a “low level of English-only (EO) instruction” or a “weak belief 
in EO”: Students (or teachers) disagree that EFL classes should be performed 
in English only.
• Definition of a “high level of Linguistic-Oriented (LO) instruction" or a
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“strong belief in LO”: Students (or teachers) think that EFL classes should be 
linguistic-oriented.
• Definition of a “low level of LO" or a “weak belief in LO”: Students (or 
teachers) disagree that EFL classes should be linguistic-oriented.
• Definition of a “high level of Unoism (UM)" or a “strong UM": Students (or 
teachers) think that single cultural perspective stemming from UM is not very 
problematic.
• Definition of a “low level of UM" or a “weak UM": Students (or teachers) 
think that UM is problematic.
• Definition of a “high level of Integration of Culture (IC)* or a “strong 
necessity of IC”: Students (or teachers) believe that IC should be emphasized 
in EFL classes.
• Definition of a “low level of IC" or a “weak necessity of IC": Students 
(or teachers) disagree that IC should be emphasized in EFL classes.
4.2 Qualitative Research Methods
Qualitative data included: (1) the free written remarks on strengths and weaknesses 
of Korean English education made by EFL teachers and students; (2) the summaries and full 
notes of interviews with the 13 EFL teachers (5 Korean EFL teachers, 4 Korean-American 
or Korean-Canadian NS teachers, and 4 American or Canadian NS teachers); and (3) the 
field notes on classroom observations of the 13 EFL teachers who completed the interviews 
(see Appendix B).
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In the written remarks, EFL teachers and students were asked to freely write their 
opinions regarding the strengths and weaknesses of Korean English education, with the aim 
of examining teachers’ and students’ frank and genuine opinions regarding EFL education. 
The written remarks did not require specific written formats, and they did not limit the scope 
of thought and expression. The written remarks were made by EFL teachers and students 
after completing the research questionnaire and any teacher or student who did not want to 
participate in the written remarks was permitted to leave the classroom.
The interview concentrated on educational thoughts, attitudes, and teaching styles of 
the three different types of English teachers-the NS, NNS, and 2nd generation NS teachers, 
i.e., Korean-American or Canadian NS-regarding English curriculum and instruction. To find 
volunteers for the interview, the researcher sent email and letters to English teachers to 
contact them and inform them of the purpose of the research. The thirteen interviewees were 
then selected, and they consented to participate in this interview project The data on the 
final selected interviewees is summarized in Table 4.3.:
The NS, Korean American or Korean-Canadian NS, and Korean NNS teachers as 
interviewees for the interview project were currently teaching English at their respective 
schools and private institutes, in various education contexts: middle schools, high schools, 
universities, private institutes, and home tutoring. The interview asked the 13 teachers to 
respond to 12 interview questions about curriculum, texts, activities, “native-like” 
performance, cultural integration, and opinions regarding CL EO, LO, and UM. hi general, 
each interview took between one and two hours depending on interviewees’ attitudes and the 
degree of voluntary participation in the research.
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Table 43
Status of NNS, 2nd Generation NS, & NS Teachers
Name Nationality Age Gender W orkplace Teaching
Experiences
G rade
Levels
Korean
NNS
Teachers
I. Y.Kim Korean 36 Male M iddles. 11 yis. 8*
J. S. Kira Korean 34 Male HighS. 6 yis. io.it*
C. K. Park Korean 40 Male M iddles. 16 yrs. 8*
M J.R oh Korean 29 Female Private Inst 1 Viyr. 4*. 5*. 6“
H .H. Lee Korean 25 Female M iddles. 2 yrs. 7*. 8“
i m
Generation
NS
Teachers
G.W . Lee Korean-
Canadian
27 Male Elementary S. 3 yrs. in Canada. 1 
yrs. in Korea
4*. 5*. 6“
J. Doe Korean-
American
28 Female HighS. I yr. in Korea Iff*. 11*
G. Jeong Korean-
American
29 Female Private Inst 3 yrs. in Japan. 2 yrs. 
in U.S.A..
I yr. in Korea
Iff*. II*
M. Hong Kotean-
American
26 Male Private Inst I yr. in Korea College 
students and 
adults
NS
Teachers
P. Gagnon Canadian 28 Male Private Inst. 3 yrs in U.S.A.. 1 yr. 
in Korea
4* through 
8*
B.
Anderson
American 23 Male Private Inst. & 
M iddles.
1 yr. in Korea 4* through 
8*
S. Adam American 29 Male Private Inst. & 
HighS.
I yr. in New Zealand. 
I yr. in Japan. 1 yrin 
Korea
Iff*. 11*
M. Knee American 42 Male Private Inst. & 
Univ.
2 yrs. in Twain. I yr. 
in Korea
College 
students and 
adults
The interview was usually performed in the empty classroom. The contents of each 
interview were recorded. Some teachers did not want their interviews recorded, in which 
case the interviewer did not record any interview content at all, but full field notes were taken 
(see Appendix B).
In addition to the written remarks and the interviews, observation of the 13 teachers 
who completed their interview was conducted in their actual classroom with their
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permission. This observation focused on the following six considerations from the 
perspectives of cultural integration: (1) Time spent teaching cultural information and 
knowledge; (2) Activities to teach culture; (3) Use of comparison and contrast of native 
culture with target culture; (4) Materials used to teach culture; (5) Techniques used with 
these materials for cross-cultural understanding; and (6) Interaction between teacher and 
students to share cultural integration. Observation of class instruction was conducted 
approximately one or two times, depending on the class schedule. To avoid disturbing or 
interrupting the class, the observer silently sat in the rear and examined the class instruction 
according to the observation check list (see also Appendix B).
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CHAPTER 5 
DATA PRESENTATION AND DISCUSSION
5.1 Quantitative Statistical Results
This section includes the quantitative research results and discussions of the data 
results. Results are divided into five segments: The demographic data, the degrees or values 
of five variables, statistical correlations between the demographic data and the five variables, 
statistical correlations among the independent and the dependent variables, and statistical 
correlations among four independent variables.
5.1.1 Statistical Distribution of Teachers’ and Students’ Demographic Data
1) Grade Level: 83 Korean teachers took part in this research. They consist of 45 
(54.2%) middle school EFL teachers, 31 (37.3%) high school EFL teachers, and 7 (8.4%) 
others who were EFL instructors at private institutes, university professors, and elementary 
EFL teachers. 286 Korean students participated in this research: 137 middle school students 
(47.9%), 148 high school students (51.8%), and I other (3%). Specific information about the 
teachers and students is summarized in Table 5.1 below.
Table 5.1
Grade Level
Teacher*Grade Students-Grade
Grade level Frequency Percent Grade level Frequency Percent
middle 1 17 20.5 middle 1 3 1.0
middle 2 15 18.1 middle 2 27 9.4
middle 3 13 15.7 middle 3 107 37.4
high 1 13 15.7 high 1 56 19.6
high 2 8 9.6 high 2 20 7.0
high 3 10 12.0 high 3 72 25.2
others 7 8.4 others 1 3
Total 00 100.0 Total 286 100.0
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2) Gender: 34 (41.0%) of Korean EFL teachers were male and 49 (59.0%) were 
female of the total 83 teachers. Similar to the distribution of teachers’ genders, the students 
were 43.0% male (123) and 57.0% female (163) of the total 286 students. Among both 
teachers and students the number of females was slightly higher than that of the males in the 
number of the subjects participating in this research.
Table 5.2
Gender
Teachers-Gender Stodents-Gender
Gender Frequency Percent Gender Frequency Percent
male 34 41.0 male 123 43.0
female 49 59.0 female 163 57.0
Total 83 100.0 Total 286 100.0
3) Age: EFL teachers’ age between 41 and 50 years-old are the most frequent, 
followed by the ages between 31 and 35 years-old. Students’ ages concentrated between 15 
and 18 years old, with 228 students (79.8%) in that age range.
Table S3
Age
Teachers-Age | Students-Age
Age Frequency Percent! 1 Age Frequency Percent
20-25 3 3.61 1 12-14 10 3.5
26-30 14 16.9! 1 15-16 126 44.1
31-35 22 26.5 17-18 102 35.7
36-40 18 21.7 19-20 48 16.8
41-50 26 313 Total 286 100.0
Total 83 100.0
4) Location: 57 EFL teachers (68.7%) work in the urban areas of the Kyunggi
Province and 26 teachers (31.3%) in rural areas. Among students, 75.5% studied in urban 
areas, that is, 216 students, and 24.5% in rural areas, or 70 students.
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Table 5 .$
Location
Teachers-Location Students-Location
Location Frequency Percent Location Ffequncv Percent
urban 57 68.7 urban 216 755
rural 26 31.3 rural 70 24 5
Total 83 100.0 Total 286 100.0
5) Years of teaching (learning) English: Teachers’ years of teaching English are 
evenly distributed. Veteran teachers who have taught English over 10 years numbered 38 
(45.8%) of 83 teachers.
In students’ years of learning English, students who have studied English between 4-6 
years are the most frequent with 1-3 years and 7-10 years following in turn.
Table 5.5
Years of Teaching and Learning English
Teacfaers-Years of teaching English Students-Years of learning English
Year Frequency Percent Year Frequency Percent
1-3 13 15.7 1-3 84 29.4
4-6 15 18.1 4-6 147 51.4
7-10 17 20.5 7-10 52 18.2
11-15 17 20.5 11-15 3 1.0
16-20 18 21.7 Total 286 100.0
over 20 3 3.6
Total 83 100.0
6) Hour of teaching Oeaming) English per day: The results show that EFL teachers 
Table 5.6
Honrs of Teaching and Learning English per Day
Teachers-Hours of teaching English per day Students-Honrs of learning English per day
Hours Frequency Percent Hours Frequency Percent
1-2 4 4.8 1-2 270 94.4
3-4 64 77.1 3-4 14 4.9
5-6 14 16.9 5-6 I 3
over 11 1 1.2 7-8 I 3
Total 83 100.0 Total 286 100.0
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(77.1%) usually teach English about 3 or 4 hours per day, followed by 5-6 hours (16.9%). 
The students (94.4%) normally learn English approximately 1 or 2 hours per day.
7) Future expectations on English: Most EFL teachers (81 teachers, 97.6%) believe 
that English proficiency can lead Koreans, including themselves, to better jobs in Korean 
society. Likewise, students (250 students, 87.4%) also accept the significance of English 
proficiency to survive and get a job in Korean society. Thus, both teachers and students show 
strong future expectations on English, meaning that they think it might be necessary to obtain 
“native-like" performance of English for upward mobility in society.
Table 5.7
Future Expectations on English
Teachers-Future Expectations on English Students-Future Expectations on English
Future expectations Frequency Percent Future expectations Frequency Percent
(D very strongly agree 21 25.3 (D very strongly agree 32 11.2
® strongly agree 26 31.3 <9 strongly agree 71 24.8
<3 agree 34 41.0 <3 agree 147 51.4
disagree 2 2.4 ® disagree 17 5.9
® strongly disagree <3 strongly disagree 2 .7
® very strongly disagree <8> very strongly disagree 3 1.0
<X> no opinion ® no opinion 14 4.9
Total 83 100.0 Total 286 100.0
8) Number of interactions with native speakers of English per month: In the number 
of interactions with NS, the results in Table 5.8 below reveal that over half (48 teachers, 
57.8%) of the Korean EFL teachers do not have an opportunity to meet and discuss with NS 
during a month. Only 21 teachers, 25.3%, meet and communicate with NS one or two times 
per month. On the other hand, the data shows that most EFL students (259 students, 90.6%) 
never interact with NS in a month.
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Table 5.8
Number of Interactions with Native Speakers of English per Month
Teachers-Number of Interactions with NS Stndents-Namber of Interactions with NS
Number Freauencv Percent Number Freauencv Percent
1-2 21 25 3 1-2 21 7 3
3-4 5 6.0 3-4 3 1.0
5-6 I 1.2 5-6 2 .7
more than 7 8 9.6 more than 7 I .3
none 48 57.8 none 259 90.6
Total 83 100.0 Total 286 100.0
9) Number of visits to English-speaking countries during lifetime: 54 of EFL teachers 
(65.1 %) had the experience of visiting English-speaking countries more than once. However, 
only 40 of the students (14%) had visited English-speaking countries.
The data suggests that most Korean EFL students did not have the experience of 
visiting English-speaking countries.
Table 5.9
Number of Visits to English-Speaking Countries during Lifetime
Teachers-Nuinber o f visits Students-Number of visits
Number F % Number F %
1-2 36 43.4 1-2 38 13.3
3-4 14 16.9 3-4 2 .7
5-6 1 1.2 none 246 86.0
more than 7 3 3.6 Total 286 100.0
none 29 34.9
Total 83 100.0
10) Duration of visits to English-speaking countries: The results show that most of 
the EFL teachers (51.85%) stayed in English-speaking countries 1-2 weeks or 3-4 weeks (28 
teachers of the 54 teachers who visited English-speaking countries).
Twenty-five students (62.5%) of the 40 students who had an opportunity visit 
English-speaking countries stayed 1-2 weeks.
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Table 5.10
Duration of Visitation to English-Speaking Countries
Teachers-Duration of visitation Students-Duratioa of visitation
Duration Freauencv Percent Duration Frequency Percent
1-2 weeks 14 16.9 1-2 weeks 25 8.7
3-4 weeks 14 16.9 3-4 weeks 6 2.1
2 months 10 12.0 2 months 4 1.4
3-4 months 4 4.8 5-6 months 1 3
5-6 months 3 3.6 6-12 months 2 .7
6-12 months 4 4.8 over 1 year 4 1.4
over 1 year 4 4.8 not related 244 85.3
not related 30 36.1 Total 286 100.0
Total 83 100.0
11) Preference of NS teachers: Interestingly, the results show that EFL teachers
preferred a white NS (46 teachers, 55.4%) as an English instructor, and students preferred 
a Korean-American or Korean-CanadianNS teacher (the second generation NS teacher, 129 
students, 45.1%) as their English instructor. In addition, few Korean teachers and students 
preferred a Korean NNS teacher as their English instructor, respectively 6.0% and 17.8.%. 
Even Korean EFL teachers themselves show an extremely low confidence in their abilities 
to teach English. In this respect, EFL education needs to enhance EFL teachers’ confidence 
in their teaching and competence in English through effective training programs and 
seminars.
Table 5.11
Preference of EFL teachers
Teachers-Preference of EFL teachers Students-Preference of EFL teachers
Preference Frequency Percent Preference Frequency Percent
white NS 46 55.4 white NS 84 29.4
non-white NS 0 0.0 non-white NS 6 2.1
2“  generation 28 33.7 2“  generation 129 45.1
Korean 5 6.0 Korean 51 17.8
others 4 4.8 others 16 5.6
Total 83 100.0 Total 286 100.0
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Moreover, neither teachers nor students selected a non-white NS teacher as their 
English instructor, 0.0% and 2.1 %, respectively. This might connote racial issues in Korean 
EFL education, that is, Koreans’ white race preference.
12) Value of studying abroad in learning English: The data shows that most of the 
EFL teachers (72 teachers, 86.7%) believe that studying abroad is invaluable in order to leam 
English. Only 11 teachers (13.3%) disagree with the value of studying abroad to leam 
English. Likewise, many Korean students (219 students, 76.6%) acknowledge the value of 
studying abroad. 67 students (23.4%) disagree with the value of studying abroad.
Table 5.12
Value of Studying Abroad in Learning English
Teachers-Study abroad | Students-Study abroad
Study abroad Frequency Percent! Study abroad Frequency Percent
® very strongly agree 16 193 I (D very strongly agree 19 6.6
<9 strongly agree 15 18.1 I <9 strongly agree 46 16.1
<9 agree 41 49.4 <9 agree 154 53.8
® disagree 11 13.3 ® disagree 50 17.5
Total 83 100.0 ® strongly disagree 8 2.8
® very strongly disagree 9 3.1
Total 286 100.0
13) “ After-school" English classes: As shown in these results, most of the Korean
teachers and students (respectively, 94.0% and 80.4%) support "after-school” English classes. 
Table 5.13
"After-School” English Classes and Activities
Teachers-*After-School* Students-* After-School"
After-school Frequency Percent After-school Frequency Percent
® very strongly agree 11 13.3 d> very strongly agree 10 3.5
<9 strongly agree 15 18.1 <9 strongly agree 37 12.9
<9 agree 52 62.7 ® agree 183 64.0
® disagree 3 3.6 ® disagree 40 14.0
® strongly disagree 2 2.4 ® strongly disagree 2 .7
® very strongly disagree ® very strongly disagree 13 4.5
® no opinion ® no opinion 1 .3
Total 83 100.0 Total 286 100.0
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This might imply that teachers and students feel a paucity of various English 
activities in EFL classes in school. Thus, both teachers and students have a strongly positive 
attitude toward "after-school” English classes and activities in addition to a main academic 
curriculum.
5.1.2 Statistical Description on the Degree of the Five Variables 
Table 5.14
Degree of Five Variables
Teachers 1| Students
N M SD N M SD
Teachers-CI 83 3.0341 .3788 Students-CI 286 3.0478 .4527
Teachers-EO 83 3.3574 3271 Students-EO 286 33660 3751
Teachers-LO 83 33236 .4600 Students-LO 286 3.4615 .6130
Teachers-UM 83 3.6054 3523 Students- UM 286 3.6569 3652
Teachers-IC 83 23997 3846 Students-IC 286 3.1243 .9289
Mean: In both cases of teachers and students, the mean of IC is the highest among 
variables: M= 2.5997 and M= 3.1243, respectively. Thus, both teachers and students indicate 
that current Korean EFL education is undeniably lacking in cultural instruction. At the same 
time, it means that they strongly require the teaching of culture. Teachers demand IC more 
than students do, meaning that teachers more strongly demand the transformation of the 
current Korean EFL educational circumstance devoid of IC than do students. Yet students’ 
mean of IC also implies a strong need for IC and also anticipates the adaptation of IC by 
indicating the lack of IC instruction in current Korean EFL classes.
Standard Deviation: The most homogenous belief or perception of the five variables 
is T-CI (SD= .3788) and S-CI (SD= .4527), meaning teachers and students both believe that 
Cl is prevailing. On the other hand, the most heterogenous belief or perception of the five 
variables is T-IC (SD=.5846) and S-IC (SD=. 9289), meaning many teachers' and students’
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beliefs are varied (a broad range from very strongly agree to very strongly disagree). 
Specifically, some think that IC is still necessary while others think it unnecessary.
In both teacher and student groups, teachers believe alike that there exists a stronger 
level of Cl than do students. On the other hand, the student group is more heterogenous. But 
teachers believe more strongly than students that Korean society experiences CL
5.1.3 Statistical Correlations between Demographic Data and Variables
<B)(A)
CLEO, 
LO, UM, 
&IC
Low (+)CI.EO, 
LO, UM, 
&IC
Low
HighHigh
High LowHighLow
Future prospective with 
English, Study abroad, 
After-school English classes
Grade, Age, Year of teaching 
(learning), Honrs of teaching 
(learning). Number of meeting 
with NS, Number of visits to 
English-speaking countries. 
Period of visitation
vfote: (+) means a positive relation, and (•) means a negative relation.
Figure 5.1
Possible Correlations between the Demographic Data and Variables
This section focuses on how the demographic data, i.e., grade, age, hours, numbers, 
etc., are related to the degree of: (1) cultural inequality (Cl); (2) English-only instruction 
(EO); (3) Linguistic-oriented instruction (LO); (4) Unoism (UM); and (5) Integration of 
culture (IQ.
102
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
lii graph (A) above, the scales range from a low number on the left side to a high
number on the right side in grade level, age, years of teaching Oeaming) English, hours of
teaching Oeaming) English, number of interactions with NS of English, number of visits to
English-speaking countries, and duration of visits to English-speaking countries.
In graph (B) graph above, Likert-type scales are employed from very strongly agree
(high degree on the left side) to very strongly disagree Oow degree on the right side) in future
expectations on English, value of studying abroad, and after-school English classes.
1) How is "grade level” related to the degree of: (1) cultural inequality (Cl); (2) 
English-only instruction(EO); (3) Linguistic-oriented instruction (LO); (4) Unoism 
(UM); and (5) Integration of culture (IC)?
Table 5.15
Correlations between Grade Level and 5 Variables
Teachers-Grade Students-Grade
Value (Gamma) Approx. Sis. Value (Gamma) Approx. SiR. I
Cl .127 .141 Cl -.124
EO -.029 .740 EO -.054 .316
LO -.040 .667 LO .241
UM -.091 321 UM .086 .113
IC .027 .759 IC -.163
* Correlation is significant at the 0.05 level (2-tailed). 
** Correlation is significant at (he 0.01 level (2-tailed). 
*** Correlation is significant at the 0.001 level (2-tailed).
As students’ grade levels rise, they show a strong Cl (-.124, ps 0.05), a weak LO 
(.241, ps 0.001), and a strong IC (-.163, ps 0.01); students’ grade levels are significantly 
related to Cl, LO, and IC. This means that EFL education needs not only to focus on IC 
rather than LO instruction, but also to reduce a strong Cl as grade levels rise. On the other 
hand, students’ grade levels are not related to EO or UM, and teachers’ grade levels are 
unrelated to all variables.
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2) How Is "gender” related to the degree of: (1) cultural Inequality (Cl); (2) 
English-only instruction (EO); (3) Linguistic-oriented instruction (LO); (4) Unoism 
(UM); and (5) Integration of culture (IQ?
Through a series of t-tests it is found that there is a significant difference between the 
gender of students and the degree of EO and IC (t= 2.S12, df= 284, ps 0.05; and t= 2.279, 
df= 284, ps 0.05). This indicates that female students (M= 3.2924 and M= 3.0164) perceive 
less EO and IC than male students (M= 3.4634 and M= 3.2674) at a mean difference (.1710 
and .2510).
Table 5.16
Differences between Gender and 5 Variables
Tcaditn-G<fKkr Stndents-Gcnder
N M SD West <u Sig. N M SD t^ est df %
a tn k 3.0711 3963 .744 i i .463 a m 123 4.0725 .4659 .801 284 .424
( 49 3.o644 3681 ( 163 4.(841 .4430
EO tn k 3.3723 3989 .216 i i .829 £6 tn 123 3.4644 .6397 2312 484
TfEPI 44 3.3469 .4773 t 163 43424 3109U> m k 3.2605 .4032 -1.041 4i 3011 LO tn 123 3.4426 .6904 *1.638 4 k
44 "53273 ' .4949 t 163 43136 3434
UM m k 3.5882 .6066 - iJ T 81 .8151 UM m 123 4.6430 .6374 -.882 4 k 474
" t 44 3.6173 3175 f 163 ■TS54T J t e L
tc m k 2.6723 3395 •9si 81 343 H IC m 123 2374 284
1. J L ' f _ 1 5 L ii i f r t . ■8»»-
* Significant at the 0.0S level (2-tailed). 
** Significant at the 0.01 level (2-tailed). 
*** Significant at the 0.001 level (2-tailed)..
In other words, male students think of a level of EO and IC higher than female 
students do. Male students more strongly believe that EFL classes should be conducted in 
English only and that the integration of culture should be emphasized in EFL classes than do 
female students.
3) How is "age" related to the degree of: (1) cultural inequality (Cl); (2) English- 
only instruction (EO); (3) Linguistic-oriented instruction (LO); (4) Unoism (UM); and 
(5) Integration of culture (IQ?
As students' ages rise, as in the case of “grade level,” they score higher on Cl 
(-.144, ps 0.05), lower on LO (.268, ps 0.001), and higher on IC (-.186, ps 0.01). As
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students get older they recognize that there exists a high level of Cl, students disagree that 
EFL classes should be linguistic-oriented, and students believe thatIC should be emphasized 
in EFL classes. Students’ age is significantly related to CL LO, and IC.
Table 5.17
Correlations between Age and 5 Variables
Teachers-Age nr Students-Age
Value (Gamma) 1 Approx. Stg. I  1 Value (Gamma) Approx. Sir. 1
a -.080 .3991 a -.144 i AJA* 1
EO .051 .5621 EO -.046 .445 I
LO -.026 .8031 LO .268
UM -.066 ,5 4 6 | UM .057 .340
IC .084 .3921 IC
00t i J
* Correlation is significant at the 0.0S level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).
*** Correlation is significant at the 0.001 level (2-tailed)..
This means that EFL education needs not only to focus on IC rather than LO 
instruction but also to reduce a strong Cl as age rises. As students get older, they discover 
the strong cultural inequalities embedded in Korean EFL education, and they simultaneously 
require a strong integration of culture, while they show a tendency to avoid excessive 
linguistic-oriented EFL learning, which is the traditional Korean language acquisition 
method. On the other hand, students’ age is not related to EO, and UM, and teachers' age is 
not related to any variables.
4) How is "location" related to the degree of: (1) cultural inequality (Cl); (2) 
English-only instruction (EO); (3) Linguistic-oriented instruction (LO); (4) Unoism 
(UM); and (5) Integration of culture (IC)?
Based on a series of t-tests, there is a significant difference between the location of 
students and the degree of CL EO, and IC (t= -2.396, df= 284, ps 0.05; t= -2.138, df= 284, 
ps 0.05; and t= -5.221, df= 284, ps 0.001).
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The students in rural areas (M= 3.1S9S, M= 3.4929, and M= 3.6063) show stronger 
Cl, EO, and IC than students in urban areas (M= 3.0116, M= 3.3248, and M= 2.9681) at a 
mean difference (-. 1479, -.1680 and .1223).
Table 5.18
Differences between Location and 5 Variables
nti 1
i tt M SD c-test df Si*. 1 1 N M SD t-test df
& 1 ul 57 3.0i63 3969 -377 it .783 I n l 216 ioll6 .4478 •23^6 284 .017*
1 r l 26 3.0513 3424 1 r 1 70 3.1595 .4526
EO 1 ul 57 33596 3571 .<& 4l .955 ” s r 1 u n r 6 33248 3661 -2.138 284
1 r l 26 33526 .4651 1 r l  16 3.49i9 sU&fi
t w tLO 1 ul 57 .4943 i l l 4i .&3 LO 1 n l 216 3.4$4o 3851 i.frs 284
1 r l 26 3.3077 i&7 1 r 1 70 33490 .6&43UM 1 ul 57 3ii4 •1340 ii ii9 UM 1 a 1 il6 3.67 0^ MM .84) 284 Mi
1 r l 3.ii6i .435T 1 r 1 70 3.6071 1 .5439
IC 1 ul 57 1 2.6004 1 .5822 .015 4i .988
1 3
•5321 284 •«
* Significant at the 0.0S level (2-tailed). 
** Significant at the 0.01 level (2-tailed). 
*** Significant at the 0.00 1 level (2-tailed)..
That is, students in rural areas recognize that there exists a high level of Cl more so 
than students in urban areas do, and students in rural areas believe that EFL classes should 
be performed in English only more so than students in urban areas do.
Students in rural areas believe that IC should be emphasized in EFL classes more 
than do students in urban areas.
5) How is “years of teaching or learning English* related to the degree of: (1) 
cultural inequality (Cl); (2) English-only instruction (EO); (3) Linguistic-oriented 
instruction (LO); (4) Unoism (UM); and (5) Integration of culture (IC)?
The years of learning English are significantly (-.176, ps 0.01; -.203, ps 0.001; and 
.244 ps 0.01) related to CL EO, and LO. The more students leam English, the higher they 
score on Cl and EO, and the lower on LO. The more years students leam English, the more
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they perceive a high level of cultural inequality and that EFL classes should be performed 
in English only.
Table 5.19
Correlations between Years of Teaching or Learning English and 5 Variables
Teachers-Years of teaching English Students-Years or learning English
Value (Gamma) Approx. Sis. Value (Gamma) 1 Approx. Sig. |
a -.071 .436 a -.176 j
EO .022 .816 EO -.203 ZZZZ3LO -.083 .421 LO .244 -ft
UM -.047 .654 UM .023 .740 1
IC .144 .133 IC -.324 ■ ■ J
* Correlation is significant at the 0.0S level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed). 
*** Correlation is significant at the 0.001 level (2-tailed)..
In addition, students respond with a low level of LO, meaning the more students leam 
English, the stronger they feel hostility toward the excessive focus on linguistic-oriented 
instruction in EFL education. This might stem from the current EFL situation concentrating 
on preparing for a NEEU (National Entrance Exam to University) similar to the SAT in the 
States. As mentioned in the introduction, this NEEU strongly requires “native-like" 
performance in EFL students1 linguistic abilities in English based on “English-only” 
instruction rather than cultural understanding. On the other hand, “years of learning” are 
insignificantly related to UM and IC, and teachers’ “years of teaching” are unrelated to all 
variables.
6) How is "hours of teaching or learning English per day” related to the degree 
of: (1) cultural inequality (Cl); (2) English-only instruction (EO); (3) Linguistic- 
oriented instruction (LO); (4) Unoism (UM); and (5) Integration of culture (IC)?
Students’ “hours of learning English” are significantly (-.392, ps 0.01) related only 
to LO. The more students leam or study English per day, the stronger they desire a high level
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of LO, meaning that EFL education forcefully emphasizes the significance of LO acquisition 
in English. Other variables are not related to “hours of learning or teaching.”
Table 5.20
Correlations between Hours of Teaching or Learning English and 5 Variables
Teachers-Hours of teaching English Students- Honrs of learning English
Value (Gamma) Approx. Sfe. Value (Gamma) Approx. Sig.
a -.086 .456 a -.016 .910
EO -.314 .011 EO .084 377
LO -.050 .771 LO -392
UM -.159 373 UM -.103 341~1
IC -.288 .043 IC -.193 .194 1
* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).
*** Correlation is significant at the 0.001 level (2-tailed)..
7) How is "future expectations on English” related to the degree of: (1) cultural 
inequality (Cl); (2) English-only instruction (EO); (3) Linguistic-oriented instruction 
(LO); (4) Unoism (UM); and (5) Integration of culture (IC)?
Table 5.21
Correlations between Future Expectations and 5 Variables
Teachers-Future expectations on English | Students- Future expectations on English
Value (Gamma) 1 Approx. Sig. 1 1 Value (Gamma) Approx. Sig. I
Cl .411 a .241 ■in ■■M9TTT
EO .337 EO .253
LO .136 1 .1911 LO 1 .114 .078 1
UM .235 1 J m » j UM 1 .084 .182
IC 383 1 j c | .282
* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed). 
*** Correlation is significant at the 0.001 level (2-tailed)..
In the case of teachers, “future expectations on English” is significantly (.411, ps 
0.001; .337, ps 0.001; .235, ps 0.05; and .383, ps 0.001) related to CL EO, UM, and IC. The 
stronger teachers accept “future expectations on English," the higher they score on CL EO, 
UM, and IC. The definitions of “a high level of CL EO, and IC” are similar to the
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implications mentioned above, but the definition of “a high level of UM” is different from 
the connotations of other variables. A strong UM" or “ a high level of UM" implies that 
teachers think that single cultural perspective stemming from UM is not very problematic in 
learning English and target culture.
In the case of students, likewise, "future expectations on English” are significantly 
(.241, ps 0.001; .253, ps 0.001; and .282, ps 0.001) related to Cl, EO, and IC. hi other 
words, the more students admit "future expectations on English,” the higher they score on Cl, 
EO, and IC. Thus, strong "future expectations on English” for students might lead them to 
a high level of Cl, EO, and IC. However, teacher-LO, student-LO, and student-UM were 
never related to “future expectations on English.”
8) How is "number of interactions with Native Speakers of English per month" 
related to the degree of: (1) cultural inequality (Cl); (2) English-only instruction (EO); 
(3) Linguistic-oriented instruction (LO); (4) Unoism (UM); and (5) Integration of 
culture (IC)?
Table 5.22
Correlations between Number of Interactions with NS and 5 Variables
Teachers- Number of Interactions with NS Students- Number of interactions with NS
Value (Gamma) Approx. Sig. I Value (Gamma) Approx. Sig.
a .061 .6001 a .057 .633
EO .306 EO .053 .654
LO -.035 .7711 LO .134 .239
UM .097 .4401 UM -.079 .515
IC .261 IC -.087 .452
* Correlation is significant at the 0.05 level (2-tailed). 
** Correlation is significant at the 0.01 level (2-tailed). 
*** Correlation is significant at the 0.001 level (2-tailed)..
As seen in the Table 5.22, only teacher-EO and teacher-IC are significantly (.306, ps 
0.01; and .261, p* 0.05) related to the "number of interactions with NS of English.” This 
means that the more teachers interact with NS of English, the more they support a high level
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of EO and IC. On the other hand, in the case of students, the “number of interactions with NS 
of English” is never significantly related to any variable, nor are teacher-CI, teacher-LO, and 
teacher-UM related. Excessive and intentional interactions with NS of English and English- 
only instruction by NS of English need to be mitigated in accordance with students’ personal 
needs, attitudes, beliefs, and EFL educational situations. Korean parents tend to force their 
children to enroll in an expensive English private institute after school in order to be taught 
by NS of English (Hankyerae Daily Newspapers Website, 2000/6/15).
9) How is "number of visits to English-speaking countries during lifetime” 
related to the degree of: (1) cultural inequality (Cl); (2) English-only instruction (EO); 
(3) Linguistic-oriented instruction (LO); (4) Unoism (UM); and (5) Integration of 
culture (IC)?
As shown in the above table, the “number of visits to English-speaking countries” is 
not significantly related to any variable for teachers or student.
Table 5.23
Correlations between Number of Visits and 5 Variables
Teachers- Number of visitation § Students- Number of visitation
Value (Gamma) Approx. Sig. I Value (Gamma) Approx. Sig.
a -.073 .5221 a .033 .762
EO .116 .3040 EO .076 .492
LO -.031 .7781 LO -.031 .770
UM -.133 .198 B UM .116 .318
IC .201 .0731 IC -.099 313
* Correlation is significant at the 0.0S level (2-tailed). 
** Correlation is significant at the 0.01 level (2-tailed). 
*** Correlation is significant at the 0.001 level (2-tailed)..
10) How is "duration of visits to English-speaking countries” related to the 
degree of: (1) cultural inequality (Cl); (2) English-only instruction (EO); (3) Linguistic- 
oriented instruction (LO); (4) Unoism (UM); and (5) Integration of culture (IQ?
As shown in the below Table 5.24, “duration of visits” is not significantly related to 
any variable for teachers or students.
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Table 5.24
Correlations between Duration of Visits and 5 Variables
Teachers- Duration of visitation Students- Duration of visitation
Value (Gamma) Approx. Six. Value (Gamma) Approx. Six.
a -.033 .734 a .013 .900
EO .132 .162 EO .058 379
LO -.002 .979 LO .017 .863
UM -.021 .822 UM .117 .298
IC ..105 303 IC -.103 .267
* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed). 
*** Correlation is significant at the 0.001 level (2-tailed)..
11) How is "preference of NS teachers” related to the degree of: (1) cultural 
inequality (Cl); (2) English-only instruction (EO); (3) Linguistic-oriented instruction 
(LO); (4) Unoism (UM); and (5) Integration of culture (IC)?
To evaluate the “preference of EFL teachers" (white NS, non-white NS, Korean
second generation, Korean and others), Chi-Square tests were used. Chi-square is a test of
whether the observed frequency of occurrence differs significantly from the frequency
expected on the basis of chance or on the basis of some a priori hypothesis.
hi the case of students. Cl (x2=l 1.656, df=4, ps .05) and EO (x2=14.756, df=4, p i
.01) variables are significantly different in preferences, in that students, who perceived a high
level of Cl and EO, preferred their teachers to be Korean second generation first, followed
by white native English speakers: it is significantly important for EFL students to select
appropriate English teachers in order to reduce Cl and EO. On the other hand, student’s
preferences are insignificantly different in LO, UM, and IC variables, even though a
predominant number of students preferred Korean second generation individuals and white
native English speakers.
I l l
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Table 5.25
Differences between Preference of EFL teachers and 5 Variables (Chi-Square)
Students-Preference of EFL teachers
Chi-Square white non-white 2“  generation Korean others 1 Sing.
a 70 4 98 33 8 11.656*
14 3 31 17 8
EO 63 2 74 24 8 14.765"
21 5 55 26 8 rtfi=4
LO 43 2 64 31 9 3.975
41 5 65 19 6 dfi=4
UM 45 6 76 27 10 3.326
39 1 53 23 6 df=4
a 66 6 108 35 12 4.654
18 1 21 25 4 df=4
* Significant at the 0.0S level (2-tailed). 
** Significant at the 0.01 level (2-tailed). 
*** Significant at the 0.001 level (2-tailed)..
However, it is inappropriate to compute chi-square for the case of teachers. This is
because the sample size of teachers is rather small. Chi-square formula requires that value
for expected frequency should not be less than 5.
12) How is "value of studying abroad to learn English” related to the degree of: 
(1) cultural inequality (Cl); (2) English-only instruction (EO); (3) Linguistic-oriented 
instruction (LO); (4) Unoism (UM); and (5) Integration of culture (IC)?
Table 5.26
Correlations between Study Abroad and 5 Variables
| Teachers-Value of Studying Abroad Students- Value of Studying Abroad
Value (Gamma) 1 Approx. Sig. I Value (Gamma) Approx. Sig. 1
a .411 -ft a .240 ,  , | r
EO 353 EO 365
LO 329 1 LO .016 .808 I
UM .094 .435 UM .026 .689
IC ..195 .077 IC 331
* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed). 
*** Correlation is significant at the 0.001 level (2-tailed)..
For teachers, “value of studying abroad” is significantly (.411, ps 0.001; .353. ps 
0.01; and .329, ps 0.01) related to C3, EO, and LO. That is to say, the more teachers admit
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the importance of value of studying abroad, the more they recognize a high level of Cl, and 
the more they advocate EO and LO. hi the case of students, “value of studying abroad” is 
significantly (.240, p i  0.001; .365, p i 0.001; and .331, p i  0.001) related to CL EO, and IC.
The more students accept the value of studying abroad, the more they recognize Cl 
and the more they believe that EO and IC are necessary. At this point, the interesting finding 
is that teachers-LO is significantly related to “value of studying abroad” which is unrelated 
to Students-LO, while students-IC is significantly related to “value of studying abroad” which 
is not related to Teachers-IC. This means that students who have a strong belief in “value of 
studying abroad” show an open-minded perspective on cultural integration, while teachers 
who strongly argue for “value of studying abroad” still persist in traditional language 
instruction focusing on LO. To increase the necessity of IC, it is imperative for EFL students 
to heighten “value of studying aboard,” with caution, as a strong recognition of Cl and a 
strong belief in EO could be fostered as well. On the other hand, teachers-UM, teachers-IC, 
students-LO, and students-UM axe not significantly related to “value of studying abroad.”
13) How is "after-school English classes and activities” related to the degree of: 
(1) cultural inequality (Cl); (2) English-only instruction (EO); (3) Linguistic-oriented 
instruction (LO); (4) Unoism (UM); and (5) Integration of culture (IC)?
In the case of teachers, “after-school English classes and activities” is significantly 
(.460, p^ 0.001; .566, p i 0.001; and .527, 0.001) related to CL EO, and LO. The more 
teachers accept the necessity of “after-school English classes and activities,” the more they 
recognize that there exists a high level of CL and they believe that EFL classes should be 
linguistic-oriented and only in English.
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Table 5.27
Correlations between After-School English Classes and Activities and 5 Variables
Teachers.-AIter-Sd.ool' | Students- -After-School*
Value (Gamma) Approx. Sig. | Value (Gamma) Approx. S it  I
a .460 1 a .113 .097
EO .566 EO .209
LO s n LO .079 .263 1
UM .166 .1871 UM .106 .145
IC .285 IC .155
* Correlation is significant at the 0.05 level (2-tailed). 
** Correlation is significant at the 0.01 level (2-tailed). 
*** Correlation is significant at the 0.001 level (2-tailed)..
hi the case of students, “after-school English classes and activities” are significantly 
(.209, ps 0.01; and .155, ps 0.05) related to EO, and IC: the more students are serious about 
“after-school English classes and activities," the more they support a high level of EO and 
IC. To increase the necessity of IC, it is imperative to encourage EFL students in “after- 
school English classes and activities,” but with caution due to the related EO effect. On the 
other hand, teachers-UM, teachers-IC, students-CL students-LO, and students-UM are not 
significantly related to the “after-school English classes and activities.”
5.1.4 Statistical Correlations between Independent and Dependent Variable(s)
This section includes three statistical correlations: (1) correlations between the 
independent variables (CL EO, EO, & LO) and dependent variable (IQ, (2) the priority of 
causal relationships, and (3) correlations among four independent variables.
5.1.4.1 Correlations between IC and Cl, EO, LO, and UM
Quantitative statistics indicate relationships of the four independent variables CL EO, 
LO, and UM) with the one dependent variable (IQ among teachers and students. Cultural 
inequality (Cl) and English-only (EO) instruction, as seen in the following Table 5.29, are
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most powerfully and inversely related to the integration of culture (IC), for both teachers and 
students: -247 and -.297, respectively.
Table 5.28
Correlations between IC and Cl, EO, LO, and UM
Cultural
Inequality
English-only
Instruction
Linguistic-
oriented
Unoism
Integration of 
Culture
Teachers -.247** -.233** -.108 .038
Students -.133*** -.297*** .023 -.101*
* Correlation is significant at the 0.0S level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed). 
*** Correlation is significant at the 0.001 level (2-tailed)..
1) Integration of Culture (IQ and Cultural Inequality (Cl): IC is significantly and 
inversely (teachers, -.247 ps 0.01; and students, -.133 ps 0.01) related to Cl, meaning that 
in order to establish a higher IC, EFL education should reduce CL In other words, the 
stronger experience Korean EFL teachers and students have of cultural inequality, the less 
they expect the integration of culture, meaning that they disagree that IC should be 
emphasized in EFL classes. The Korean EFL teachers and students believe that to achieve 
a high level of integration of culture, the level of cultural inequality should be reduced.
2) Integration of Culture (IQ and English-only (EO) instruction: IC is significantly 
and inversely (teachers, -.233 ps 0.01; and students, -.297 ps 0.001) related to CL meaning 
that in order to establish a higher IC, EFL education should reduce EO. In other words, the 
more EFL teachers and students believe that EFL classes should be conducted in only 
English, the less they advocate the integration of culture. That is to say, EFL teachers and
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students believe that to achieve a high level of integration of culture, “English-only” 
instruction should be less emphasized.
3) Integration of Culture (IC) and Linguistic-oriented (LO) instruction: Linguistic- 
oriented instruction is insignificantly positively (.023) related to the integration of culture 
for students and insignificantly and reversely (-.108) related to the integration of culture for 
teachers.
4) Integration of Culture (IQ and Unoism (UM): Student participants indicate that 
IC is significantly and inversely related to UM (-.101, ps 0.05), in that the more students 
perceive the necessity of IC, the lower they show a degree of UM. In other words, students 
who have a strong UM, that is, students who think that single cultural perspective stemming 
from UM is not very problematic, perceive a weak necessity of IC, believing that the 
development of IC should not be required. Therefore, to increase IC, EFL education should 
reduce students’ UM perception. UM for teachers, on the other hand, is unrelated to IC.
5.1.4.2 The Priority of Causal Relations
This analysis focuses on “priority order” of the effect of the independent variables 
(Cl, EO, LO, & UM) on the dependent variable (IC). That is to say, this analysis seeks to 
discover which independent variables most affect the dependent variable, in the order of 
priority.
In causal order of priority, the integration of culture (IQ is most strongly influenced 
by “English-only" (EO) instruction (teachers= .006; ps 0.0, and students^ .000; ps 0.001): 
EO has the strongest effect on the level of IC, followed by CL LO, and UM, which have little 
impact on IC. In order to establish a higher level of the integration of culture, EFL programs
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should pay attention to and minimize the curriculum and instruction particularly focused on
“English-only” (EO). 
Table 5.29
The Priority of Causal Relations
Teachers Students
Beta Sie. Beta Si&„1 EO -.302 1 I EO -.303
2 a -.160 .157 2 ci .086 .161
3 LO .010 .929 3 LO .064 .272
4 UM -.162 .138 4 UM .054 J42
* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed). 
*** Correlation is significant at the 0.001 level (2-tailed)..
5.1.4.3 Correlations among the Four Independent Variables
I) Cl and EO: Cl is significantly and positively (teacher= .252; psO.OOl and 
students= .271 psO.OOl) related to EO, meaning that a higher Cl leads to a higher EO. 
Teachers and students who support a high level of Cl also strongly recognize a high level of 
EO. Thus, in order to reduce Cl, EFL curriculum and instruction needs to focus on bilingual 
instruction by using English and Korean languages appropriately, rather than “English-only” 
instruction.
Table 5 JO
Correlations among the four independent variables
StudentsTeachers
UMUM
ITT.077.131 .125
EO.149EO
LO.112LO
UMUM
* Correlation is significant at the 0.05 level (2-taQed). 
** Correlation is significant at the 0.01 level (2-tailed). 
*** Correlation is significant at the 0.001 level (2-tailed).
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2) CI and UM: Students-CI is significantly and positively (students^ .217; psO.OOl) 
related to UM, meaning that the higher CI the higher UM, so that to reduce CI, EFL 
programs should reduce EO and UM. Therefore, EFL programs should focus not only on 
cultural equality, but also on reducing EO and UM. To achieve this, it is imperative that EFL 
students be encouraged to hold multi-cultural perspectives based on cross-cultural 
understanding. On the other hand, teachers-IC is unrelated to teachers-UM.
3) EO and LO / UM: EO is significantly and positively related to LO and UM (LO: 
teachers= .259; psO.OO 1 and students= .118; psO.01; and UM: students=. 104; psO.05). This 
means that EFL teachers and students with a higher level of EO demonstrate a higher level 
of LO and a strong UM, meaning that they strongly believe that EFL classes should be 
linguistic-oriented and that the single cultural perspective stemming from UM is not very 
problematic. In order to reduce EO, EFL education should reduce LO and UM. Furthermore, 
to improve bilingual instruction EFL program should avoid LO (such as grammar-oriented 
English education, line-by-line translation, etc) and UM (the single native cultural 
perspective).
4) LO and UM: LO is significantly and positively (students^ .158; psO.OOl) related 
to UM, meaning the higher LO, the higher UM. hi order to reduce UM, EFL education 
should encourage students to hold the multi-cultural perspectives based on cross-cultural 
understanding. On the other hand, teachers-LO is unrelated to teachers-UM.
5.1.5 Discussions on Results of Questionnaire
As revealed in results of the quantitative research results, cultural inequality between 
Korean culture and American culture, “English-only” instruction, and unoism are
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significantly and inversely related to integration of culture. These results can be outlined as
follows.
For more fruitful integration of culture in EFL classes:
• EFL educators and administrators should reduce cultural inequality (CI) between the 
two cultures by approaching integration of culture (IQ as the equal relation. If EFL 
teachers teach the target culture to students with a strong belief in CL this not only 
impedes effective IC but strengthens CL Thus, EFL classes need to be better focused 
on inter-cultural accordance.
• EFL educators and administrators should decrease “English-only” instruction because 
a strongly focused EO can discourage effective integration of culture. Thus, well- 
planned bilingual programs, rather than EO instruction, need to be designed and 
developed.
• EFL educators and administrators should diminish unoism because a strong UM can 
hamper effective integration of culture. EFL teachers might encourage students to 
have multi-cultural perspectives toward the other culture.
• In order to reduce cultural inequality, EFL educators and administrators should try 
to lessen “English-only” instruction and unoism because IC is significantly and 
positively related to UM.
• hi order to reduce “English-only" instruction, EFL teachers should reduce linguistic- 
oriented instruction and unoism because EO is significantly and positively related 
to LO and UM.
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• In order to reduce linguistic-oriented instruction, EFL teachers should try to reduce 
unoism because LO is significantly and positively related to UM.
• hi order to reduce unoism, EFL teachers should try to reduce cultural inequality, 
“English-only” instruction, and linguistic-oriented instruction because UM is 
significantly and positively related to CL EO, and LO. In addition, in order to reduce 
unoism, integration of culture should be emphasized and developed because UM is 
significantly and inversely related to IC.
Moreover, some of the demographic data is significantly related to the five variables.
These relations and implications are summarized as follows:
• As students’ grade levels or ages rise, EFL educators and administrators needs to 
reduce cultural inequality and enhance integration of culture since the students in 
higher grade levels recognize stronger CI and higher level of IC.
• EFL educators and administrators need to be aware of the fact that male students
recognize a higher level of “English-only" and linguistic-oriented instruction than 
female students do.
• EFL educators and administrators need to understand that students in rural areas 
recognize a higher level of cultural inequality, and that they prefer more “English- 
only” instruction and integration of culture than students in urban areas do.
• hi the process of selecting English teachers, it is imperative to consider students’ 
attitudes toward cultural inequality and “English-only” instruction because the 
selection of English instructors is significantly related to their beliefs on CI and EO.
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EFL administrators need to encourage school authorities to employ bilingual and 
bicultural NS teachers, such as Korean-American or Korean-Canadian NS teachers, 
because many EFL students prefer second generation NS teachers of English as their 
English instructors.
• EFL educators and administrators need to comprehend that “the number of 
interactions with NS of English” is not significantly related to all variables. Thus, 
inordinate or forced interactions with NS of English by parents and school authorities 
should be mitigated in accordance with students’ needs, attitudes, and beliefs.
• EFL curriculum specialists and administrators need to build EFL teachers’ confidence 
in teaching English with teacher training programs and seminars for EFL teachers’ 
linguistic advancement of English and a development of the cultural knowledge, 
which should be designed and cultivated.
• EFL educators and administrators need to advise the value of studying abroad to 
improve integration of culture because students' value of studying abroad is 
significantly and positively related to IC . However, they also need to be aware of the 
fact that a higher value placed on studying abroad among EFL students might lead 
to a strong recognition of cultural inequality and a preference for “English-only" 
instruction. This is because students’ value of studying abroad is also significantly 
and positively related to CI and EO.
• EFL educators and administrators can facilitate “after-school” English classes and 
activities to amplify students’ competence in the English language and culture. These 
“after-school” English classes and activities accelerate the necessities and beliefs
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toward integration of culture in the EFL classroom. Nonetheless, EFL educators and 
administrators also needs to recognize the fact that a high level of “after-school” 
English classes and activities can lead to a strong belief in “English-only” instruction, 
because “after-school” English classes and activities are also significantly and 
positively related to EO. This phenomenon can be supported by the fact that such 
classes and activities tend to emphasize linguistic areas of English.
5.2 Qualitative Research Results
This section includes the qualitative research results of the study. The first part 
describes the results of the written remarks and discussion. The second part summarizes the 
results of interviews and observations, and discussion.
5.2.1 The Written Remarks
47 (56.63 %) of the total 83 teachers who were involved in the questionnaire for the 
qualitative research, and 164 (57.34 %)of the total 286 students participated in writing 
remarks.
The reason for the decreased participation in writing remarks was that this part of the 
study did not require compulsory participation, as mentioned above.
In general, the written remarks took approximately 20 to 30 minutes, and some 
teachers and students wrote their opinions on the topics given for almost one hour. 
Interestingly, both teachers and students found more weaknesses than strengths in Korean 
EFL education. For instance, while teachers wrote on average one strength per teacher (56 
frequency for 47 teachers) and average two weaknesses per teacher (114 for 47), students 
noted less than one strength per student (113 frequency for 164 students) and approximately
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three or four weakness per student (514 for 164). Both teachers and students apparently had 
more serious complaints on EFL education than praise for it.
The results of these written remarks have been synthesized and outlined in the 
following two tables (Table 5.31 and 5.32). The numbers in parentheses represent frequency 
marked by teachers and students over total frequency.
5.2.1.1 Discussion of the Results of the Written Remarks
Strengths: As shown in the tables above, both teachers and students (60.71%, 
57.52%) count systematic linguistic instruction as the first strength of Korean EFL education. 
They seem to believe that systematically developed English instruction is a very 
understandable approach: for example, well-prepared exercises for English vocabulary by 
memorization and repetition, an “English formula” for grammar like the quadratic formula, 
and friendly line-by-line translation by entirely teacher-led classes, are quite attractive for 
students wishing to acquire English. This might be because Korean education has required 
students to be accustomed to expecting their teachers to run the class in a highly controlled 
manner. Based on this particular class environment, students expect to follow a teacher’s 
control and direction, not interrupt, sit quietly, and listen attentively, never challenging a 
teacher. As the second strength, 20.35% of students’ written remarks complain of the use of 
“English-only” instruction, because they cannot fully understand the content of the English 
language. Thus, students choose the use of Korean as a vehicle language in EFL classes as 
the second strength. Teachers and students select a high educational motivation to learn 
English as the second and the third strengths, respectively.
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Table 531
Comments on Strengths of Korean EFL education
Strengths of Korean EFL education
Teachers Students
t Systematic linguistic approach in 
vocabulary, grammar, reading 
translation.
(34/56)(60.7l%)
1 Systematic and understandable linguistic 
instruction (line-by-line translation, 
grammar and vocabulary teaching).
(65/113)(57.52%)
2 High educational motivation to learn 
English.
(19/56X33.93%)
2 Use of Korean as vehicle language 
(complained about difficulty in 
understanding “English-only" instruction 
by NS teachers).
(23/113X20.35%)
3 Plenty of English learning materials. 
(2/56)(3.57%)
3 High motivation to learn English in 
Korean society.
(17/113X15.04%)
4 Bilingual instruction in EFL 
classroom.
(1/56)(1.79%)
4 Cultural instruction. 
(4/113X3.54%)
5 Gradual approach to concern about EFL 
activities such as a role-play, group 
discussion, or field trips.
(2/113X1.80%)
Others
High motivation of “English-only” 
instruction.
Gradual approach to emphasis of teaching 
English conversation.
(2/ll3)(1.80%)
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Table 532
Comments on Weaknesses of Korean EFL education
Weaknesses of Korean EFL education
Teachers
I
Students
1 Paucity of English speaking, 
listening, and writing instructions. 
(22/114)(1930%)
1 Linguistic-oriented EFL curriculum and 
instruction (line-by-line translation, 
grammar, vocabulary teaching) 
(98/514))(19.07%)
2 Score-oriented EFL education for 
English tests and a NEEU. 
(18/U4)(15.80%)
2 Discontinuity of EFL curriculum 
(unrealistic EFL curriculum separated 
from practical usages of English) 
(6G/514)(ll.67%)
3 Discontinuity of EFL curriculum 
(unrealistic EFL curriculum separated 
from practical usages of English). 
(13/114X11.40%)
3 Paucity of English speaking, listening, 
and writing instructions. 
(58/514X11.28%)
4 Lack of the Korean EFL teacher 
education.
(9/114)(7.90%)
4 Memorization-oriented EFL instruction. 
(51/514)(9.92%r
5 Overcrowded class size. 
(8/114X6.14%)
5 Ignorance of teaching English 
conversation in Korean EFL curriculum 
and instruction.
(31/514X6.03%)
6 Linguistic-oriented EFL curriculum 
(grammar, line-by-line translation, 
and memorization as well as skill- 
based excise).
(7/114)(6.l4%)
Accuracy-oriented EFL education 
focusing on results, i.e., scores 
(evaluation-centered) 
(7/tI4)(6.I4%)
6 Lack of English teaching technique 
Copsided, formalistic, and confused EFL 
instruction).
(27/5l4)(5.25%)
7 Absence of EFL teaching equipment 
such as VCR and computers, and 
other materials.
(6/114X5.26%)
Lack of teaching cross-cultural 
understanding (cultural instruction). 
(6/ll4)(5.26%)
7 Lack of instruction on culture. 
(24/514X4.67%)
(table con’t)
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8 Lack of native speaker teachers. 
(5A14X439%)
8 Uninteresting English class. 
(23/514X4.47%)
9 Lopsided text-oriented instuction. 
(3/114)(2.63%)
9 Cramming system of EFL education 
through skill-based excises. 
(20/514)(3.89%)
Others EFL education toward “native- 
like’performance.
Teacher-centered education.
Early English education.
Lack of a professional and 
standardized system to evaluate 
students’ English ability.
Lack of time to prepare.
Lack of EFL learning progrtyns and 
activities.
Uncritical acceptance of American 
culture in EFL texts and materials.
(8/114)(7.02%)
10 Lack of instruction on English 
pronunciation.
(16/514X3.11%)
Poor qualifications of Korean EFL 
teachers in English abilities. 
(16/514)(3.11%)
10 Score-oriented EFL instruction for the 
NEEU.
(15/514X2.92%)
11 Lack of opportunity to communicate with 
NS teachers.
(10/514X1.95%)
12 Illusion of “omnipotent English" in 
Korean EFL education. 
(9/5I4)(I.75%)
13 Stresses or pressures due to the excessive 
amount of learning English. 
(7/514X1.35%)
Monotonous text-oriented instruction. 
(7/514X1.35%)
(table con’t)
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14 Lack of EFL educational supplies. 
(6/514)(1.17%)
Early English education.
(6/514)(l.l7%)
“Fact-Only* cultural instruction. 
(6/514)(1.17%)_____________________
15 EFL education toward “native-like’ 
performance.
(5/514X0.97%)
Too much content in EFL texts. 
(5/514X0.97%)_____________________
16 English as a medium for upward mobility 
in Korean society.
(4/514X0.78%)
Others Too much use of the Korean as vehicle 
language.
Excessive enthusiasm of Korean society 
to learn English.
Disqualified teachers.
EFL education for only a few superior 
students.
Lack of EFL activities.
Lack of NS teacher education on Korean 
language and culture.
(10/514)(1.95%)
Weaknesses: While teachers select “Paucity of English speaking, listening, and 
writing instruction’' (19.30%) as the first weakness, students choose “Linguistic-oriented EFL 
curriculum focusing on line-by-line translation, grammar, and vocabulary" (19.07%). More 
specifically, teachers acknowledge the fact that their instruction concentrates entirely on 
translation, grammar, and English vocabulary, ignoring teaching of speaking, listening, and
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writing. For Korean NS teachers, English speaking, listening, and writing are, in fact, very 
difficult to teach. Teachers tend to avoid the teaching of these areas because they do not 
have sufficient knowledge, and because they are afraid of teaching in these areas. 
Accordingly, as supported by the observation results later, teachers are apt to depend entirely 
on students listening to tape recordings in many cases, or in some cases, watching video 
cassette recordings.
As the second weakness, teachers selected “Score-oriented EFL education" (15.80%) 
and students selected “Discontinuity of EFL curriculum” (11.67%), meaning that EFL 
curriculum is not related to practical usages of English in most respects. Both teachers and 
students implicitly believe that score-oriented and unrealistic EFL education should be 
transformed into performance assessment focusing on a process, not a product, and a 
practical EFL curriculum which corresponds to students’ needs and interests.
As the third weakness, teachers select “Discontinuity of EFL curriculum" (11.40%) 
which was the second weakness indicated by students. Students choose “Paucity of English 
speaking, listening, and writing” (11.28%) which was the first weakness selected by teachers. 
Considering the first through third weaknesses, thus, both teachers and students have a 
common belief about the weaknesses of EFL education even though the orders are reversed.
Unfortunately, the lack of instruction on culture is ranked as the seventh weakness 
by both teachers (5.26%) and students (4.67%). This might be interpreted to mean that the 
concept of cultural instruction in EFL seems to be unattractive and does not occupy a strong 
position in the content of EFL education, according to teachers and students. Yet, as
128
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
understood from the results of the questionnaire, both teachers and students have very 
positive attitude toward cultural instruction, even if it is not focused in EFL class.
Based on the results of the written remarks, the three recommendations might be 
reconceptualized in the EFL classes:
• Focus on a class bilingual approach for an understandable linguistic 
instruction of English
• De-emphasize excessive linguistic-oriented and score-oriented English 
instruction
• Develop a practical or realistic EFL curriculum and instruction 
5.2.2 Interviews
The purpose of the interview is to explore the unique discrepancies and common 
similarities among three different teacher groups. Thus, interview results are consistently 
considered and summarized from five viewpoints: curriculum, texts, activities, NS teachers, 
and cultural integration. In addition, ideas and thoughts of the 13 interviewees on the 
independent variables (CL EO, LO, & UM) are compared and then described in the table. 
5.2.2.1 Korean EFL Teachers (5 Teachers)
I) J. Y. Kim (36 years-old, male): He is the English teacher at IC Middle School of Kyunggi 
province. He teaches 8th grade and has taught English for about eleven years.
Curriculum: Kim conforms to the English curriculum mandated of the Korean 
Ministry of Education. This is the nationwide curriculum of EFL education in Korea. 
According to Kim, the absolute reason that EFL teachers should follow that curriculum is 
that his students must take English test quarterly, regionally as well as nationally. Based on
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these tests, his students’ English abilities, his teaching efforts in English, and the average 
score on the English exam at IC Middle School can be evaluated by comparing students’ 
scores with other schools. Thus, Kim said that teachers need to follow this curriculum closely 
and strongly concern themselves with their students’ scores on the English exam. Kim’s 
English curriculum focuses on the linguistic aspects of English, such as grammar, translation, 
words, etc. Thus, instruction on culture is frequently ignored in his class. Even though he 
teaches culture, it is limited to conveying fact-oriented information.
Texts: There are texts from ten different publishers available for the Korean EFL 
middle school students, and the selection of the EFL text is up to each school’s discretion. 
It is based on the opinions of English teachers and parents, and auxiliary or supplementary 
textbooks can be freely selected by English teachers. Most of Kim's class focuses on a main 
textbook due to lack of EFL equipments and materials. For cultural instruction in his EFL 
class, Kim says that he tries to select auxiliary textbooks, or he uses his own self-made 
textbooks which contain cross-cultural information. Kim says that use of authentic materials 
in his class might be very effective, but unfortunately it is somewhat difficult to obtain such 
authentic materials.
Activities: In order to make his EFL class interesting, Kim is indeed aware of the 
significance of EFL activities such as games, songs, role-plays, group discussions, etc. 
However, Kim says that his tight teaching schedule seldom allows students to participate 
EFL activities during class. Yet, during the “IC Ceramic Festival” which is a famous local 
event of IC, Kim asks students to meet many tourists and speak to them in English about 
unique and traditional products, including the ceramics of IC. Thus, students eagerly prepare
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in English to explain the origin and history of their hometown, study how to make ceramics, 
and research the materials of ceramics, use of ceramics, etc. Kim says that such activity can 
encourage students not only to have pride about their hometown and to further the Korean 
culture, but also to have the self-confidence to learn English.
NS teachers: Kim acknowledges that NS teachers have great advantages in teaching 
linguistic aspects such as English pronunciation, accent, conversation, and so on. Kim says 
that at the beginning level NS teachers can actually inspire interest and motivation from 
students in learning English.
At the advanced level, however, NS teachers frequently tend to misunderstand 
students’ needs and concerns in learning English. This is because: (1) NS teachers do not 
apprehend the Korean EFL educational situation and culture; (2) NS teachers teaching 
English in Korea are not sufficiently trained as certificated English teachers; and (3) NS 
teachers do not try to share the Korean culture and language with their students in their EFL 
classes. In other words, they tend to focus on American superiority of culture and language. 
Kim states that in linguistic aspects the roles of NS teachers are moderately efficacious, but 
in educational aspects NS teachers might be inappropriate to share with students’ needs and 
concerns if they still cling to American superiority.
Cultural integrations: Kim acknowledges the significance of teaching cultural 
understanding. He believes that teaching culture is useful for acquiring linguistic aspects of 
English. However, he warns that insufficiently prepared cultural instruction might convey 
American cultural superiority.
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2) J. S. Kim (34 years-old, male): He is the English teacher at the KG High School with 
teaching experience of almost 6 years.
Curriculum: Kim follows the gradual four steps to develop students’ English language 
abilities by focusing step-by-step on:(l) English language structure (grammar); (2) 
vocabulary; (3) reading; and (4) reviewing. In addition, Kim focuses on English 
communicative skills (speaking and listening) and English reading techniques.
To do so, he helps students to participate in group discussions and role-play by 
building actual situations. Kim also tries to focus on cross-cultural understanding for better 
English acquisition and he assigns 10 or IS minutes of each class to English conversation 
with group discussions or to sharing cultural differences between the two cultures (Korean 
and American).
Texts: Since Kim teaches 12th grade students, his students and his ultimate purposes 
are strongly related to NEEU (National Entrance Exam to University), similar to the 
American SAT. Thus, Kim uses TOFEL (Test of English as a Foreign Language) texts as 
main textbooks in his EFL class. The TOFEL text consists of the three sections: (1) Listening 
Comprehension; (2) Structure and Written Expression; and (3) Reading Comprehension and 
Vocabulary. Kim says that because they are already 12th grade students, they do not need to 
repeat the basic contents of English. There is no time to review the basic contents of English;
Rather, it is necessary for 12* grade students to solve many kinds of practical 
questions so as to get a high score on the NEEU. As auxiliary texts, Kim strongly 
recommends “self-selected" texts and the English materials in which they are interested. Kim
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says that it is desirable to use authentic materials in his class in order to understand the target 
culture and language.
Activities: Due to the lack of time for EFL activities, Kim does not require students 
to spend much time on "unpractical” activities (meeting NS, field trip, etc.). Rather, Kim 
encourages his students to surf the Internet to get information related to reading assignments; 
KG Highschool has well equipped computer facilities. Kim argues that surfing the Internet 
might have an indirect effect on students about the target culture. Thus, Kim asks students 
to review reading assignments by surfing the Internet and to present them by summarizing 
and analyzing to class.
NS teachers: First of all, Kim argues that NS teachers tend to concentrate on “native­
like” performance linguistically. He continues that NS teachers need to be counselors, co­
workers, and partners to share mutual cultures with students, not simply to deliver the 
English language per se. Accordingly, he warns carefully against the superiority and authority 
of American culture and language being expressed in class.
Particularly, he asserts that when NS instructors teach culture containing plenty of 
American culture and history, they should teach culture from the insider’s and outsider’s 
points of view by comparison.
Cultural integrations: Kim argues that cultural instruction in the Korean EFL 
classroom needs to be based on cultural equality. He certainly believes that culture and 
language should be integrated when acquiring English, but, he asserts that the cultural lesson 
needs to be relevant to the Korean EFL situation. Namely, the cultural lesson should focus 
on cross-understanding, not simply deliver.
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3) C. K. Park (40 years-old, male): He is the English teacher at PA Middle School, almost 
16 years experience.
Curriculum: Since PA Middle School is located in a rural area of Kyunggi province, 
Park explaines, his students' abilities in English are slightly lower than those of urban areas. 
Park says he cannot ignore the current situation, that is, his students' deficiencies in English. 
Accordingly, Park has to focus on linguistic aspects of English, and his EFL class is 
traditionally oriented to grammar, line-by-line translation, and vocabulary.
Texts: Park depends on the main EFL text selected by the school committee, and his 
school is sufficiently equipped with facilities for learning FL. As for authentic materials, 
Park prefers to use them and he especially likes to use cartoons on from American 
newspapers.
Activities: Park strongly encourages group discussions for cross-cultural 
understanding. For instance, "A" group reads English reading passages about American 
economic policy, and MB” group reads English reading passages about Korean economic 
policy. Park then asks students to present their opinions to the class comparing the merits and 
defects of each policy, to write a paper on them.
Second, Park occasionally uses cartoons which his students are interested in. Third, 
Park likes to teach the American songs for listening improvement. Even though his school 
has a VCR, a televison, and a cassette player, it is a little bit difficult to get video tapes and 
cassette tapes containing a variety of FL programs.
NS teachers: Park’s idea on NS teachers teaching in Korea is related to the quality of 
NS teachers’ linguistic competencies of English and cultural knowledge about Korean
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culture. In other words, NS teachers who do not know about Korean culture should be 
disqualified, because they cannot share a common sense of unify with students. Thus, it is 
difficult to be sincerely intimate with students as faithful educators.
Cultural integrations: In the Park’s case, he assigns much time to teaching cross- 
cultural understanding. Park says his students have more interest in learning cultural contents 
than learning linguistic aspects. When Park teaches grammar, and vocabulary when he 
translates English reading passages, he tries to connect them to cultural understanding. In 
addition, Park compares Korean culture with American culture. His EFL texts do not contain 
many parts that introduce the excellent quality of Korean culture, but they embrace plenty 
of American superiority.
Thus, Park argues, when EFL instructors teach the target culture they must fairly 
compare the two cultures from the insider’s and the outsider’s points of view.
4) M. J. Roh (29 years-old, female): She is the English teacher at a private institute for 
elementary students, with almost one-half year experience. Roh teaches English four hours 
per day. She studied intensive English courses for 7 months at an ESL institute in Canada.
Curriculum: Based on the results of a placement test which students took before they 
enrolled this private English institute, students are divided into 6 levels. Her institute focuses 
on English conversation skills in the variety of real situations. That is to say, her institute 
targets ‘‘native-like” performance and fluency in English. As a result, the main policy of this 
English institute is not to use Korean language during a class. If students speak in the Korean 
language, the teacher should warn them not to use Korean.
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However, Roh strongly disagrees with this English-only instruction. She says that 
teachers have to focus on students’ gradual improvement in learning English, that is, a 
process, not an outcome. Roh continues that EFL teachers should encourage students to use 
English in class as much as possible, but they do not have to discourage them from using 
Korean.
Texts: The textbooks she uses generally include interesting stories and content-based 
materials, along with material on cultural events. These books are certainly more interesting 
and useful than materials using in the public schools of Korea. Yet these still contain a lot 
of American cultural and historical content which is frequently expressed as superior to those 
of Korean. For instance, these books tend to deliver American cultural excellency unilaterally 
without comparing or contrasting Korean and American culture. As for authentic materials, 
she recommends such materials relevant to the Korean EFL situation that are selected or 
filtered carefully by the Korean EFL experts.
Activities: Roh uses delightful and exciting English songs for children, e.g., Barney, 
as effectual teaching materials. In fact, her students learn English words and sentences with 
gestures by singing songs. She also puts to practical use games like puzzles and short dramas 
as sound activities for acquiring English.
NS teachers: Roh acknowledges the fact that NS teachers are superior to NNS in 
linguistic aspects of English. Yet she believes that for NNS these linguistic abilities of 
English can be acquired by means of a steady exertion and study. She continues that NNS 
teachers have a lot of advantages in teaching English: they share a same culture and language 
with their students, so that they can understand students’ trouble spots in learning English.
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Roh strongly opposes NS teachers who do not learn the Korean culture and language. Thus, 
she suggests that NS teachers who are willing to teach English in Korea leam the Korean 
culture and language in order to share common ideas with students.
Cultural integrations: Roh believes that integrating culture and language in her class 
can lead to improvement of English language abilities as well as better cultural 
understanding. Consequently, Roh suggests that when EFL teachers teach English language 
they must teach cultural information, not separateing language from culture. Teaching culture 
needs to be related to teaching language.
5) H. H. Lee (25 years-old, female): She is the English teacher at YB women’s Middle 
School, and her teaching experience is about the two years.
Curriculum: Lee indicates that the EFL curriculum she uses is totally teacher-centered 
curriculum. She says that the EFL curriculum does not respect the students’ creative ways of 
thinking and behaving: it still concentrates on a traditional hierarchical structure between a 
teacher and a student. That is to say, a teacher exists as a giver and a student as a receiver. 
Therefore, Lee strongly encourages students to engage in a variety of group discussions and 
personal presentations. Lee likes to listen to students’ imaginative ideas and to see their 
gradual development in learning English. She strongly believes that EFL curriculum needs 
to be changed from a teacher-led to a student-centered format. To do so, Lee requires a 
decrease in the abundant English exams that focus only on students' final outcomes. She also 
suggests a reduction of overcrowded classes.
Texts: Her school adopts “DA” English as a main text, but Lee mentions that this 
textbook consists entirely of linguistic-oriented contents based on repeated skill-based forms.
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She asserts that this English book does not much contain the content to inspire students’ 
interest and motivation. Thus, she employs eclectic supplementary materials including a self- 
made text. This self-made book comprises a variety of excerpts from cartoons, American 
teen magazines, advertisements, and so on. She uses the self-made book alongside the main 
English textbook during class.
Activities: Lee uses English songs, games like puzzles, and short dramas as activities 
for improving English. Moreover, she shows fairly interesting English videos or movies 
equipped with English closed captions to her students. After watching the videos, she 
encourages students to engage in group discussions and to present their ideas to the whole 
class.
NS teachers: Lee strongly recommends NS teachers for Korean EFL students, as 
much as possible. This is because students seldom have an opportunity to communicate with 
NS in the Korean EFL setting. Currently, a few NS teachers are teaching English only one 
or two hour(s) per week for all the students of YB Women’s Middle School. Thus, she 
strongly recommends an increase in the number of NS teachers.
Cultural integrations: Lee admits the significance of cultural aspects in EFL 
education, but she concedes that it is too difficult to integrate culture and language due to 
tight schedules, an excessive amount of English material to be taught, the lack of skills on 
how to integrate culture and language, etc. Lee strongly disagrees with testing cultural 
knowledge like testing linguistic knowledge, because teachers cannot grasp exactly what a 
culture is, and thus they cannot evaluate how much students understand culture. Lee adds that
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it is also difficult to integrate culture and language due to the lack of a time to teach and 
evaluate i t
5.2.23. Korean-American (Canadian) teachers
1) G. W. Lee (27 years-old, male): He is the Korean-Canadian teaching English at CCA 
Elementary School. His teaching experience is almost 4 years (3 years in Canada, I year in 
Korea). In his case, he can speak both Korean and English well. Lee was bom in Canada, 
where he was raised by his grandmother. Lee is proud of knowing both the two cultures and 
two languages.
Curriculum: Lee delineates that his English curriculum is more extensive and various 
than the curriculum the Korean Ministry of Education mandates. CCA focuses on cultural 
aspects of English as well as linguistic areas. Lee tries to avoid repeated skill-based exercise 
in learning English, and he aims at language “gradually being improved,” rather than “rapidly 
being developed in a short time” in acquiring English language and culture. Accordingly, Lee 
asserts that EFL curriculum should be designed students to enjoy their learning as well as 
gradually develop their English abilities.
Texts: Lee uses ESL texts he brought from Canada. These texts include a lot of 
colorful pictures and cartoons, along with various content. Lee also uses fables with manifold 
illustrations for reading as auxiliary materials.
Activities: Lee likes to play games and sing songs with his students in order to 
improve English vocabulary. However, the real intent of such activities, he says, is to 
e liminate an apprehension to speak and listen in English. In order to learn English, Lee 
continues, students have to obliterate fear of the English language itself. To do so, teachers
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should prepare interesting activities and programs to create intimacy with English for the 
students. Moreover, Lee gives assignments to be completed by group discussion and 
cooperation, utilizing spare time after school if he feels there is not enough time.
NS teachers: In Lee’s case, he strongly recommends a Korean-American or Korean- 
Canadian like him as the ideal English teacher, because such a person understands bicultural 
instruction. According to Lee, Korean-American or Korean-Canadian NS teachers can be 
respected by their students, because they know both cultures and languages. However, Lee 
strongly disagrees with NS teachers who do not know about the Korean culture and language, 
because they cannot share the sense of homogeneity with their students.
Cultural integrations: Lee asserts that “language comes from culture.” Thus, English 
education should not ignore culture. Lee tries to show the inside meaning and outside 
meaning of the target culture and to compare with the two cultures so that students can 
understand them equally.
2) J. Doe (28 years-old, female): She is the Korean-American instructor teaching at 
CH High School. Her teaching experience is about one year in Korea, which is her first year 
teaching in a classroom. Her mother is Korean and father is American, but she cannot speak 
Korean.
Curriculum: Doe emphasizes conversation skills and listening abilities in a liberal 
environment. She says that she teaches only one class one hour per week, but it is not enough 
time to communicate with each student.
Doe asserts that the use of NS teachers to improve English abilities of students should 
not be a formal educational policy.
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Texts: Texts are ESL books chosen by the instructor that year and lessons are 
modeled on them because the curriculum changes annually. Doe adopts conversation books 
for improving students’ speaking abilities, not reading story books, and she does not use 
supplementary texts.
Activities: Doe spends a lot of time asking questions and giving answers in English 
to her students. Doe says that she focuses on conversation, which can give students an 
opportunity to speak with an NS teacher, since grammar, words, and reading can be taught 
by Korean EFL teachers.
Cultural integrations: Doe says that she tries to teach cultural information as much 
as possible, but many students are confused when she explains it in English. Thus, Doe 
concedes that she conveys only the fundamentals of cultural information, to prevent students 
from becoming bewildered due to the language difference.
3) G. Jeong (29 years-old, female): She is the Korean-American teacher of English at private 
institute. Her teaching experience is about 3 years in Japan, 3 years in Korea, and 2 years in 
the United States. She teaches both middle and high school students.
Curriculum: Jeong says that the curriculum has a lot to teach in a limited time. Jeong 
focuses on speaking and listening to English during her class. Sometimes, Jeong teaches 
English grammar and short reading passages, but she says of linguistic-oriented Korean EFL 
that: “It’s really boring and learn to hat English.” Jeong asserts that the curriculum focusing 
on linguistic aspects of English should no longer be welcomed by students. Even though 
Jeong focuses on speaking and listening to English, she encourages students' achievements
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in communicating with the NS teacher in English, rather than concentrating on error- 
correction.
Texts: Jeong employs ESL texts she brought from the United States. She teaches 
students with the two kinds of ESL texts, a conversation book and a reading book. Jeong says 
that English texts made in Korea are very boring and entirely linguistic-oriented, and that 
they consist of lots of skill-based exercises. She asserts that ESL texts can convey the real 
meaning of cultural information with colorful pictures and illustrations, which are very 
attractive facets. They show authentic English language use in the target culture. Jeong is 
very proud of using these ESL texts. Even though these books might contain some cultural 
superiority, she as the Korean-American is confident of understandably elucidating that 
cultural inequality.
Activities: Jeong says that activities for learning English are not important as long as 
the teacher is creative and energetic enough to have fun with the students.
NS teachers: First of all, Jeong points out that Korean EFL teachers tend to use 
Korean language during their lessons, and she asserts that Korean language is useless for 
students acquiring the English language. Thus, Jeong argues that Korean EFL teachers 
should use English as vehicle, or they must cooperate with NS teachers if they do not have 
the competency to use fluently English. For this reason, it is imperative to employ NS 
teachers and let them teach students, with Korean EFL teachers’ assistance.
Cultural integrations: Jeong explains that language is a big part of “the culture," so, 
she strongly believe that students need to understand culture first in order to become good 
and natural English speakers.
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4) M. Hong (26 years-old, male): He is the English instructor teaching at a private institute 
where he usually teaches college students and adults. Hong is Korean-American coming N. 
Y., in his first year of teaching in Korea.
Curriculum: The main purpose of Hong’s teaching is to improve his students’ English 
conversation skill. Hong uses ESL texts, but he does not usually depend on texts. Rather, he 
likes to discuss freely with students (group discussion) on any topic regardless of text 
content. Hong distributes handouts of excerpts from the Korean newspaper written in English 
for foreigners. After reading the article together, Hong asks students specific questions and 
encourages them to respond with what they think and feel on the subject. Hong intentionally 
tries to give students a lot of opportunities to voice their opinions in English.
Texts: Hong uses an ESL conversation text as a main text. As reading materials he 
uses excerpts from Time, Newsweek, and the Korean Herald Newspaper (in English).
Activities: For conversation instruction, Hong shows American soap operas such as 
“General Hospital,” and American situation comedies, with closed-caption subtitles. Hong 
shows them without English closed-captioning the first few times, and then with the closed- 
captioning. Hong also writes T. V. scripts on the board and asks students to repeat them for 
an exact pronunciation. Hong mentions that this kind of teaching with close-captioning helps 
students’ speaking and listening skills.
NS teachers: Hong strongly argues the importance of NS teachers in EFL situation 
for appropriate English learning. He says that EFL education must provide plenty of 
opportunities to learn authentic English with NS teachers.
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Cultural integrations: Hong says that if students can understand a culture they can 
better comprehend the language. Thus, English classes should certainly integrate culture and 
language. Integrating the two, however, not only should English teachers learn and study on 
their own, but also the Korean Ministry of Education should prepare various programs and 
studies with sufficient research grants for integrations culture and language.
5.23.3 NS instructors teaching English in Korea
1) P. Gagnon (28 years-old, male): He is a Canadian NS instructor teaching at a private 
institute. He was bom in Canada, but educated in the States, and he teaches elementary 
school students and middle school students. Before he came to Korea he taught TOEFL to 
Japanese and Korean college students for about 2 or 3 years. He has been teaching in Korea 
for about 11 months.
Curriculum: Gagnon teaches basic English grammar, phonics, and vocabulary, and 
he thinks that the pronunciation of his students should be corrected, especially at the 
beginning level. Thus, he concentrates on teaching perfect pronunciation of English. At the 
advanced level, Gagnon focuses on English conversation skills with simple sentences. 
Gangon argues that it is important to focus on linguistic aspects of English. However, it is 
erroneous to spend 80% or 90% of the class time on small and detailed parts of the language.
Texts: Gagnon employs EFL texts which are written in Korea as his private institute 
m andates. According to Gagnon, these books consist of memorization-focused, detailed 
grammar-centered, and various other exercises by repetition. However, unlike ESL texts, 
these EFL texts deal not infrequently with Korean culture. Gagnon explains that when the
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text covers Korean culture students are quite interested in how their own culture is expressed 
in English, and they respond more actively to discussion on Korean culture.
Activities: Gagnon creates simulated settings such as a hospital, a restaurant, a travel 
agency, and so on, for English conversation; he likes to play dramas with students. As 
students are responsible for their roles in the dramas, that they learn English with their 
classmates and the teacher within simulated settings. Gagnon says that his students show 
much interest in this kind of activity.
NS teachers: First of all, Gagnon explains that NS teachers try to have freedom in 
class, centering on students, while the Korean EFL teachers control their students, in a 
teacher-centered pattern stemming from a hierarchical structure. NS teachers, including 
Gagnon, offer the benefit of encouraging students’ creative opinions in open-ended settings.
Cultural integrations: As a NS teacher, a teacher needs to learn and understand 
students’ own culture and language rather than focus on the target culture. Gagnon thus 
asserts that NS teachers must respect students’ own culture rather than concentrate on 
American cultural superiority.
2) B. Anderson (23 years-old, male): He is an American NS instructor teaching at several 
private institutes and a public middle school. He is teaching English first time in Korea, and 
has been doing so far about one year.
Curriculum: Anderson follows courses set by the school or institute. He teaches 
English grammar, conversation, and so on. Recently, Anderson has focused on listening 
comprehension since school English exams and the entrance exam for a High School requires 
a listening ability in English.
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Texts: Anderson uses EFL textbooks written in Korea. He says that his students feel 
comfortable with these textbooks because these books actually use both Korean and English. 
Thus, he says that there is no problem in using EFL textbooks, as long as students are 
satisfied with them.
Activities: Anderson encourages interesting activities such as games, songs, and 
dramas for English lessons, but he frequently requires students to transcribe on paper 
English short sentences he reads for listening practice.
NS teachers: Anderson also mentions that NS teachers have a benefit in the way of 
treating students. Unlike the Korean EFL teachers, NS teachers prefer to listen to students' 
opinions and suggestions. However, Anderson complains that it is somewhat difficult to 
control students’ noise and disorder during class due to the overcrowded class size. 
Nonetheless, he is very satisfied that students debate freely about topics with classmates and 
that they try to voice their opinions in English.
Cultural integrations: It is desirable, according to Anderson, that students become 
aware of the culture through their English class. Thus, the English class needs to teach 
cultural information as much as possible.
He continues that if students feel a degradation of their own culture due to the 
American superiority, this is wrong. Anderson argues that it is by no means superior, merely 
different. Americans, in general, are too egocentric and self-centered.
3) S. Adam (29 years-old, male): He is an American NS instructor teaching at a private 
English institute and several High Schools. His teaching experience is one year as a High
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School teacher in New Zealand and one year in Japan teaching EFL. He just started in Korea 
at private English institute (ECC), and he will stay for one year to experience Korean culture.
Curriculum: Adam teaches usually English to high school and college students. Adam 
says that for high school students he focuses on English reading and listening, while for 
college students on English conversation. According to Adam, it is imperative for high 
school students to improve the English listening because the “NEEU" strongly requires it.
Meanwhile, it is critical for college students to enhance their English conversation 
skills because many Korean companies require employees who are fluent in English.
Texts: For high school students, Adam employs the ESL reading text containing 
various types of reading materials excerpted from newspapers, magazines, advertisements, 
T.V. guide, a restaurant menu table, a subway map of N.Y., and so on. For college students, 
he uses ESL conversation texts.
Activities: In reading instruction, Adam uses pre-reading, reading, and post-reading 
activities. In pre-reading activities, Adam asks students specific or open-ended questions 
(what students know and what they anticipate), and he writes all the student answers on the 
board. Then, Adam categorizes them depending on attributes.
hi the reading activity, Adam permits students to use an English-Korean dictionary 
and gives them sufficient time to read a story. Adam recommends students take notes on 
names, events, relations, and etc., and then link to each relation.
In the post-reading activity, Adam asks about the content of a story, that is, names, 
relations, reasons, etc. Finally, Adam encourages students to write down their opinions and 
ideas. The three procedures are thoroughly explained in the ESL texts he is using.
147
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
NS teachers: Adam mentions that NS teachers play more significant roles in teaching 
linguistic aspects such as phonics and pronunciations of English than the Korean EFL 
teachers. He argues that many Korean students need to be educated by NS teachers so as to 
learn perfect pronunciation of English as well as the real cultural meaning of English.
Cultural integrations: Adam does not regard cultural instruction as a significant 
factor, because students can obtain information about American culture through movies, 
books, T.V., and so on. It is a good idea, but it is not necessary to teach it in class. Adam says 
that Korean students want to learn more linguistic aspects of English rather than cultural 
information.
4) M. Knee (42 years-old, male): He is an American NS instructor teaching at private English 
institutes and universities as a part time instructor. He was business man selling computers, 
and he came to Korea in order to learn the Korean culture and language. His teaching 
experience is about one year in Korea and two years in Taiwan.
Curriculum: Knee concentrates on English phonics, listening, conversations focusing 
on business and trade, and TOEFL exam preparation, and he also teaches English 
composition to college students. The Korean college students he has met, Knee says, have 
a great interest in how to write English articles well. He mentions that he tries to give 
feedback responding to students’ English writing as best as he can.
Texts: Knee uses the TOEFL, English conversation books, and English composition 
materials he brought from the States as main texts. Knee says that these books are very 
comfortable for him to teach students, but students seem to have some difficulty 
understanding them.
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Thus, Knee says that he also uses available authentic materials such as photos, 
videos, etc., along with writing English explanations on the blackboard as much as possible.
Activities: For conversation skills, Knee likes to employ situational conversation in 
English by establishing a simulated setting.
For example, Knee encourages a few students to be an owner of a small shop, the 
boss at a bank or a post-office, etc. Then, he gives the rest of the students assignments to buy 
flowers, deposit or withdraw money, or send mail using English.
For writing practice, Knee likes to give interesting writing topics in which students 
might be interested such as the reason why Korean girls are shorter than American girls, the 
reason why there are a lot of women who are overweight, etc. Then, Knee encourages 
students to present their writing to the whole class so as to share their ideas with classmates.
NS teachers: Knee regards himself as an assistant English teacher who helps the 
Korean English teacher. Knee think that Korean EFL teachers are invariably better for 
Korean EFL students, in that they have a cultural and linguistic commonality with their 
students.
Cultural integrations: Knee argues that cultural integrations in EFL classes is the most 
important factor. However, he points to the lack of cultural instruction in the Korean EFL 
classroom.
'Thus, Knee suggests that the traditional linguistic-oriented instruction of English 
needs to be gradually reduced in order to introduce cultural instruction, which is invaluable 
aspect of teaching and learning English.
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5 2 2 A  Interview summary on the four independent variables 
Table 5J3
Interview Results on Independent Variables
Factors
Name
Cultural Inequality 
(CO
English-only (EO) 
Instruction
Lfnguistic- 
Oriented (LO) 
Instruction
Unoism
(DM)
Korean
EFL
Teachers
J.Y.
Kim
-High level of CL 
-C l between the 
two cultures is very 
strongly embedded 
in Korean culture.
- American culture 
is reshaping the 
Korean culture. 
Thus, the Korean 
culture is being 
dominated by the 
American culture., 
• Seriously, many 
EFL students are 
influenced by the 
American culture 
and English.
- Low level of EO. 
-EO is for only a 
few high-level 
students.
- EO might lead 
students to failure 
in learning 
English.
-Korean EFL 
classes should 
definitely be taught 
in Korean and 
English language, 
rather than only 
English.
-Most of Korean 
EFL NNS teachers 
do not have ability 
to teach in English.
- Low level of LO.
• LO to teach 
entirely English 
grammar ami 
vocabulary is 
wrong.
- Traditional EFL 
education should be 
changed. LO based 
on ‘native-like’ 
performance 
impedes creative 
and interesting 
English learning. 
-EFL teachers 
should develop 
various teaching 
materials and 
methods for 
integrating culture 
and language.
- Strong UM, 
meaning single 
perspective 
stemming from UM 
is not very 
problematic.
- Korean single 
cultural perspective 
does not impair 
progress toward 
English capability. 
-Cultural 
stereotypes stem 
from fact-only 
focused cultural 
teaching in Korean 
EFL class.
J.S.
Kim
- Strong recognition 
of a.
• American culture 
is reshaping the 
Korean culture.
• The Korean 
cultural system does 
not filter off 
inappropriate 
American cultural 
ideologies.
- American culture 
is neither superior to 
the Korean nor 
indispensable in 
many aspects of 
lives of the Koreans.
- Cl is embedded in 
Korean educational 
settings.
• Low level of EO.
• Korean EFL 
education needs to 
be taught in both 
English and 
Korean.
- EO might 
discourage students 
in learning 
English.
-EFL classes 
should be focused 
on students 
literacy, rather than 
only English 
language.
- ‘Korean-Only* 
instruction is not 
good way either.
• Somewhat high 
level of LO.
- Focus on LO 
except line-by-line 
translation. 
-Teaching an 
English grammar, 
vocabulary, 
speaking, and 
listening is a 
teacher's duty.
- Appropriate LO 
can be a basis for 
developing students' 
English abilities.
• Somewhat strong 
UM, meaning 
single perspective 
stemming from UM 
is not very 
problematic.
• Korean single 
cultural perspective 
is not inappropriate 
in making proper 
value and 
judgements of 
American culture.
- UM might lead to 
cultural stereotypes 
and ethnocentrism.
(table con’t)
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Factors
Name
Cultural Inequality 
(Cl)
English-only (EO) 
Instruction
Linguistic- 
Oriented (LO) 
Instruction
Unoism
(UM)
Korean
EFL
Teachers
C.K.
Park
/
-Somewhat strong 
recognition of CL 
-The American 
culture is 
indispensable in 
many aspects of 
lives of the Koreans. 
-But. it does not 
reshape the Korean 
culture, in that many 
Koreans can accept 
critically and 
carefully target 
culture.
- However, for the 
young generation, it 
is difficult to 
recognize what y 
culture to accept or 
not. They are very 
influenced by the 
American culture.
- Low level of EO.
- The Korean EFL 
education should 
definitely be taught 
in Korean 
language.
- Using only 
English in Korean 
EFL impedes 
Korean students’ 
understanding and 
development in 
acquiring 
language.
- EFL class should 
use the Korean 
with which 
students feel 
comfortable.
• Somewhat high 
level of LO.
• LO is an important 
teaching method in 
Korean EFL 
settings.
• Grammar-oriented, 
memorization- 
centered, and error- 
correcting 
curriculum of EFL 
education need to be 
reconsidered from 
the students’ points 
of view.
*• LO is strongly 
related to the exam- 
oriented curriculum 
of Korean EFL 
education.
- Somewhat low 
level o f UM.
- Korean single 
cultural perspective 
does indeed affect 
in learning 
American culture 
and English, even 
sharing with NS of 
English.
• UM can cause 
cultural stereotypes 
and ethnocentrism.
- UM can be 
caused by "fact- 
only* instruction of 
Korean EFL 
education.
M.J.
Roh
• Strong recognition 
of a.
• There exists a high 
level of Cl in 
Korean mind-set.
- Most students 
admit that American 
culture and English 
are superior to 
Korean ones.
- Most Koreans 
uncritically and 
even willingly 
accept the American 
culture without any 
property integrated 
understanding.
- NS teachers are 
not better than 
Korean EFL 
teachers.
• Somewhat high 
level of EO. 
-Korean EFL 
classes need to be 
taught in English 
as much as 
possible to teach 
"living* English in 
a confined class. 
-Teachers never 
prohibit speaking 
Korean in class.
• For students’ 
comprehension, 
teachers have to 
study continually 
what language is 
the appropriate 
vehicle.
- Support early 
English education 
to obtain the 
"native-like* 
performance.
- Somewhat high 
level of LO.
- Opposition to LO, 
except near native 
pronunciation of 
English.
- Korean EFL class 
needs to be focused 
on English 
pronunciation rather 
than grammar, 
vocabulary, and 
translation.
-English 
pronunciation has 
been ignored for a 
long time.
• Error-correction is 
an invaluable 
teaching methods 
for students' 
development.
- Somewhat weak 
UM.
- Korean single 
cultural perspective 
might impair the 
progress toward the 
English capability.
- Such a
perspective might 
not help Koreans 
see from the others’ 
points of view.
• UM does not lead 
Koreans to 
ethnocentrism.
(table con’t)
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— Factors 
Name
Cultural Inequality 
(CD
English-only (EO) 
Instruction
Linguistic- 
Oriented (LO) 
Instruction
Unoism
(UM)
Korean
EFL
Teachers
H.H.
Lee
1
- Strong recognition 
of CL
- There exists a  high 
level of CL
-The Korean 
culture is being 
reshaped by 
American culture.
- Especially, teens 
tend to follow 
recklessly and 
rapidly the 
American teen 
culture.
-Such phenomena 
is caused by 
inundation of many 
American T.V. 
programs, movies^ 
etc.
- Educators should 
an appropriate 
Korean educational 
system to filter 
inundation of 
improper American 
culture.
-Low level o f EO, 
meaning EFL 
classes should not 
be performed by 
only English.
- Strong objection 
to EO in Korean 
EFL class.
- Opposition to 
only using Korean 
for EFL 
instruction.
-U se both English 
and Korean should 
be used in 
accordance with 
students’
comprehension and 
development- 
Positive attitude 
toward early 
English education.
- Somewhat high 
level of LO. 
-Students cannot 
acquire systematic 
English capabilities 
without LO.
- Disagrees with 
EFL instruction 
focusing on line-by- 
line translation 
because it is a 
teacher-led passive 
method.
- Strongly disagrees 
with LO focusing on 
memorization and 
error-correction.
- Somewhat 
acknowledges that 
skill-based excises 
are necessary in 
learning English.
• WeakUM. 
meaning that single 
cultural perspective 
stemming from UM 
is very problematic. 
- I f  Korean EFL 
instruction focuses 
on UM, it might 
impair the learning 
o f both English 
language and 
culture.
- It is wrong to 
focus unduly on 
UM.
- UM might lead to 
cultural stereotypes 
and ethnocentrism.
Korean*
American
NS
English
Teachers
G.W.
Lee
• Strong recognition 
of Cl.
-The Korean 
culture is being 
dominated by die 
American culture.
- Disagrees with: (1) 
the absolute 
necessity of the 
American culture in 
Korea, that is, 
appropriate level o f 
integration 
American culture 
into Korean culture: 
(2) Koreans' 
uncritical and 
imprudent 
acceptance of the 
American culture; 
and (3) superiority 
of American culture 
to Korean.
• High level of EO, 
meaning EFL 
classes should be 
conducted by only 
English.
- Speaking Korean 
in EFL classroom 
should be restricted 
as much as 
possible, because 
most Korean 
students seldom 
have opportunities 
to communicate 
with NS of English 
and even 
classmates in 
English in their 
classroom.
- “English-only* 
class can give an 
opportunity and 
motivation to 
communicate with 
NS English and 
classmates in 
English.
• Somewhat low 
level of LO, 
meaning that EFL 
classes should 
entirely not be 
linguistic-oriented.
- LO in EFL 
education might 
impair students' 
interest in teaming 
English.
-  Korean EFL class 
needs to be focused 
on English speaking 
and listening for 
practical purposes.
• Error-correction is 
teacher's duty as a 
helper.
-WeakUM, 
meaning that UM 
is very 
problematice.
- The Korean 
single cultural 
perspective does 
indeed affect 
teaming American 
culture and 
English, even 
sharing with NS 
teachers.
- I f  Korean EFL 
class persists in 
UM, it might cause 
cultural stereotypes 
and ethnocentrism 
in learning English.
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Factors
Name
Cultural Inequality 
(CD
English-only (EO) 
Instruction
Linguistic- 
Oriented (LO) 
Instruction
Unolsm
(DM)
Korean-
American
NS
English
Teachers
J. Doe
1
- Low level of Cl. 
meaning that there 
exists a low level of 
CL
• Some American 
cultural aspects are 
superior to the 
Korean, but some 
are inferior to 
Korean.
- Superficially, it 
might be seen 
Koreans as being 
inferior, but this 
does not mean that 
the Korean culture 
is being dominated 
by American 
culture. )
- Strong belief in 
EO, meaning that 
EFL classes should 
be conducted by 
only English.
- EO for Korean 
EFL education 
needs to provide 
plenty of 
opportunities to 
speak and listen to 
English,
-Teacher 
education for 
Korean EFL 
teachers should be 
required.
- Positive attitude 
toward the early 
English education.
-Somewhat high 
level of LO.
- Disagrees with 
Korean traditional 
EFL education 
focusing on 
grammar and 
translation.
- Many Korean EFL 
students are 
deficient in English 
pronunciation, 
speaking, and 
listening, which 
should be 
emphasized.
- Memorization 
need to be decreased 
but error-correction 
increased.
- Strong UM of 
Koreans should be 
reduced.
- This UM might 
lose multi-cultural 
insights.
- Single cultural 
perspective 
stemming from UM 
is very problematic 
for Korean’s 
English learning 
and understanding 
American culture. 
-Korean EFL 
education should 
provide both self 
and other cultural 
perspectives.
G.
Jeong
- Strong recognition 
of a.
- Many students do 
not reject American 
culture even if  it is 
inappropriate for 
Korean culture.
- American culture 
is reshaping the 
Korean, so the 
Korean culture is 
being dominated by 
the American.
• Most Koreans 
regard the American 
culture as superior 
to Korean and they 
believe that 
American culture is 
indispensable in 
many aspects of live 
of Koreans.
- High level of EO.
- Linguistically 
native-like 
proficiency plays 
an important role 
leading to upward 
mobility in Korean 
society.
- EFL educators 
and administrators 
need to satisfy such 
students' 
anticipation and 
hopes toward 
“native-like* 
performance.
-Both the early 
English education 
and abundant 
investment in EOI.
- Somewhat high 
level of LO.
• LO, except line- 
by-line translation 
conducted by a 
teacher, not a 
student, needs to be 
emphasized.
• Korean EFL 
education needs to 
be focused on 
English 
pronunciation, 
speaking, and 
listening, which 
have been ignored 
for a long rime.
• Disagrees with 
memorization in 
learning English, 
but she supports the 
skills-based excises 
and error-correction.
- Strong UM of 
Korean teachers 
and students is 
inappropriate in 
making value or 
proper judgement 
of the American 
culture and in 
sharing with NS 
teachers.
- Strong UM might 
make EFL students 
blind to other 
cultural norms and 
beliefs.
- Strong UM 
should definitely be 
reduced in EFL 
classroom.
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Name
Factors Cultural
Inequality
(CD
English-only (EO) 
Instruction
Linguistic- 
Oriented (LO) 
Instruction
Unoism
(DM)
Korean-
American
NS
R n g llth
Teachers
M.
Hong
/
- Weak recognition 
of Cl, meaning 
there exists a  low 
level of CL
- Even if American 
culture might 
reshape Korean 
culture, this means 
mutual cultural 
reciprocation, not 
cultural 
domination.
- Koreans should 
make use of 
American culture in 
improving and 
developing their 
native culture.
- To achieve this, 
Korean cultural . 
system to filter 
American culture 
which is
inappropriate for 
Koreans.
-Strong belief in 
EO, meaning that 
EFL classes should 
be conducted by 
only English to 
achieve the 
"native-like* 
performance.
- EFL class needs 
to use English as 
much as possible.
- Using Korean 
should be 
prohibited in only 
English class 
because EFL 
students should be 
encouraged to 
speak and listen to 
English. If not, it 
maybe is difficult 
for EFL students to 
have opportunities 
to speak and listen 
to English.
- Low level of LO.
- Strong negative 
attitude toward LO.
• Korean traditional 
EFL education. 
Hong indicates that 
students seem to be 
accustomed to skill- 
based excises, 
memorization, 
English grammar, 
and translation. 
Here, it is difficult 
to find out 
instruction for 
cross-cultural 
understanding, 
interesting activides, 
and authentic 
materials as well as 
self-selected books.
- LO cannot lead 
EFL classes to 
student-centered.
- LO leads EFL 
classes to teacher- 
led instruction.
- Appropriate UM 
is necessary when 
Korean students 
leant English 
language and target 
culture.
•Too much UM of 
Koreans is a 
problem, but 
appropriate UM 
might influence 
acquiring English 
for Korean EFL 
students.
- Weak UM might 
lead to cultural 
inequality.
• It is necessary to 
form the cultural 
flame of Korean 
students before 
they receive target 
cultural 
information.
American
NS
Fnglfah
Teachers
Pierre
Gagnon
(PG)
-  Weak recognition
of a.
-Strongly disagrees 
with Cl embedded 
in the two cultures.
-  As a NS teacher, 
Cl should be 
eliminated in his 
class if there exists 
CL
-  His students seem 
to accept the 
American culture 
critically and 
integrate two 
cultures 
appropriately.
-  Low level of EO.
•  Too much focus 
on EO might cause 
confusion in 
learning English, 
especially 
beginners.
-  He is learning 
Korean language in 
order to be intimate 
with his students 
and to share 
common concerns.
•  He was able to 
speak, listen, and 
even write Korean.
-  EO instruction 
can make EFL 
students feel 
uncomfortable due 
to inability to 
speak and listen to 
English and 
restriction of using 
Korean.
-  Low level of LO.
-  Opposition to LO. 
-EFLclass needs to 
be more interesting 
to share creative 
ideas with students, 
not simply 
transmitting 
linguistic aspects of 
English.
-  Authentic 
materials and self­
selected books, 
which are beyond 
fixed textbooks and 
a confined 
curriculum, should 
b e tted  in EFL 
classrooms.
•  LO always leads to 
score-oriented, so 
EFL class should be 
evaluated by 
students’ process.
•  Korean students’ 
strong UM is very 
serious.
-  Korean single 
cultural perspective 
impedes 
improvement of 
English capability 
and multi-cultural 
insights.
•  IfUM isnot 
eliminated in EFL 
students’ mind-set 
and classroom, it is 
difficult to achieve 
authentic 
understanding the 
target culture and 
language.
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Factors
Name
Cultural Inequality 
(CD
English-only (EO) 
Instruction
Linguistic- 
Oriented (LO) 
Instruction
Unoism
(DM)
American
NS
E n g lish
Teachers
B.
Ander
-sbn
(BA)
• Weak recognition 
of Cl, meaning there 
exists alow level of 
CL
- Cl might be caused 
by Korean own 
inferiority.
1
-Strong belief in 
EO.
• EO can provide 
EFL students with 
an opportunity to 
use practically.
• Using Korean in 
EFL classroom 
might impede 
students’ 
development and 
improvement in 
acquiring English, 
so Korean needs to 
be prohibited as 
much as possible.
- High level of LO.
- Linguistic aspects 
are a structure of 
language, so that 
EFL learners should 
master this basic 
linguistic system.
- It is natural to 
concentrate on LO 
for EFL students.
- Most EFL students 
want to learn 
linguistic aspects of 
English from NS 
teachers. If NS 
teachers do not 
satisfy this need. 
EFL students might 
lose interests and 
motivations to leant 
English from NS 
teachers. That is to 
say, the value of NS 
teachers might be 
degraded.
- Koreans’ UM is 
not a handicap in 
learning English. 
-Koreans’ UM 
might not lead to 
ethnocentrism and 
cultural 
stereotypes.
- Holding UM is 
helpful to 
understand the 
target culture and 
language because 
UM can provide 
EFL students with 
their own firm 
cultural 
perspective.
S.
Adam
(SA)
• Strong recognition
of a.
- Cl between the two 
cultures are deeply 
embedded in Korean 
EFL class.
- Many Koreans 
seem to regard their 
own culture as 
degraded when 
compared to 
American culture.
- Many Koreans tend 
to accept uncritically 
American culture 
even if American 
culture is 
inappropriate.
• Most Koreans 
seem to think that 
American culture is 
most modernized 
culture in the world. 
•This might stem 
from popular culture 
(movies, music, etc.) 
made by America.
- Weak belief in 
EO.
- It is abuse for 
Korean students 
who are feeling 
cultural inequity to 
force them to speak 
English only in the 
classroom.
• Teacher has to 
provide an 
opportunity to use 
both languages 
depending on their 
need and ability.
- However, most 
Korean parents and 
students want to 
team authentic 
English language 
from NS of 
English, so NS 
teachers should use 
only English in 
order to satisfy 
EFL students and 
parents’ need.
- Most Korean 
seem to prefer EO.
- High level of LO.
- LO is necessary for 
Korean EFL 
students.
Without this 
linguistic basis, it is 
very difficult to 
establish students’ 
gradual
development in 
acquiring English.
- Korean EFL 
education must 
focus on linguistic 
aspects of English, 
but EFL teachers 
and administrators 
have to know that 
this ability is not 
obtained through a 
memorization and a 
skill-based excises.
- For interesting and 
effective LO, EFL 
educators and 
administrators 
should design and 
develop methods 
focusing on LO.
•Quite afraid of ill- 
effects of Korean’s 
UM.
- Strong UM 
among Korean EFL 
students might 
influence cultural 
integration. That is, 
it can lead to 
hostility toward the 
American culture.
• Strong UM might 
impede a proper 
judgement of the 
American culture.
• Strong UM might 
lead Koreans to 
have narrow­
minded 
perspective.
- Strong UM is 
very dangerous.
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Factors
Name
Cultural Inequality
(CD
English-only (EO) 
Instruction
Linguist!c- 
Oriented (LO) 
Instruction
(Jnoism
(UM)
American
NS
Fnglirfi
Teachers
M.
Knee
(MK)
• Strong recognition 
of CL
- Korean students 
tend to regard 
American culture 
and language as the 
most powerful 
culture and world 
language.
- EFL classes and 
students which 
recognized strong 
Cl cannot activate 
effective cultural 
instruction. These 
classes can 
continually 
reproduce Cl.
- EFL students seem 
not to be interested 
in reading chapters 
on Korean culture 
and history. Instead, 
they are exceedingly 
interested in reading 
chapters on 
American culture.
-Strong belief in 
EO.
- Recommendation 
for effective EO 
with some 
exceptions, 
depending on 
Korean EFL and 
NS teachers’ 
English abilities. 
-EFL classes 
conducting by 
unqualified EFL 
teachers and NS 
teachers are useless 
and confusion.
- Suggestions a 
systematic teacher 
education for 
Korean EFL 
teachers and NS 
teachers
• Recruitment of 
qualified NS 
teachers.
-High level of LO. 
-Korean EFL 
students, most 
Korean teachers, 
administrators, 
parents, and 
students want NS 
teachers to obtain 
the “native-like* 
performance based 
onLO.
- If NS teachers do 
not teach linguistic 
aspects of English, 
many Koreans might 
complain.
- NS teachers should 
satisfy their needs 
and interests by 
providing effective 
LO teaching 
methods toward the 
“native-like* 
performance.
- Disagree with 
English instruction 
through
memorization and 
error-correction.
- Strong UM of 
Korean might 
cause EFL 
students’ narrow­
minded attitudes. 
-UM also might 
impedes their 
cross-cultural 
understanding.
- Under a strong 
UM, Korean 
students might be 
reluctant to be 
harmonized with 
others.
- UM needs to be 
decreased for the 
better
understanding of 
the target culture 
and English 
abilities.
- EFL students 
holding a strong 
UM seldom open 
their mind and they 
tend to see other 
cultural
phenomenon from 
their own 
viewpoints.
- Appropriate 
amount of UM is 
needed, not strong 
or weak UM.
5.23 Observations
This section outlines the results from, observing the class instruction of the 13 EFL 
teachers who completed the interview. These observations are considered from the six 
perspectives and are summarized as follows:
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Table 534
Observation Results of Questions 1-3
Name
Factors
How naich time do 
Korean EFL o r NS 
leaders spend in 
teaching culture?
What Idnds of activities 
they do use in  order to 
teach the cultural 
aspect?
How do they compare 
and contrast the two 
cultures? Do they teach 
the target culture within 
the native cultural 
framework?
Korean
EFL
Teachers
J.Y.Kim Usually about first 5 or 
10 minutes of the SO 
minute class.
Very little time spent in 
teaching culture
Word games (puzzles), 
pop-songs, field trips 
(attending at the IC 
Ceramic Festival as 
volunteers for foreigners) 
and group discussions on 
certain topics; how do 
American people enjoy 
their leisure time?
Compared and contrasted 
Korean culture with 
American culture in a few 
cases, but, simply 
explained the target 
culture from the Korean 
point of view. With 
holding a strong UM, 
Kim evaluates American 
culture.
J.S.Kim Whenever ti& chapter 
provides cultural 
information, he tries to 
introduce cultural 
knowledge.
Usually fact-oriented 
information.
Surfing Internet 
personally (usually as 
homework); and group 
discussion and 
presentation to whole 
class.
General explanation on 
American cultural 
information by comparing 
or contrasting.
C  K. Park A few times.
Usually fact-oriented 
information.
Group discussion.
Occasionally cartoons 
and American songs a 
main English text 
includes, not materials 
which Park himself 
prepares.
From the Korean point of 
view with holding a 
strong UM, cultural 
information explained 
without comparing and 
contrasting.
Unfortunately, Park 
decides which cultures 
are right or wrong.
M. J. Roh Even if  the chapter 
provides cultural 
information, she usually 
skips teaching culture.
Simple English songs 
which a main text 
includes.
General explanation on 
the American cultural 
information without 
comparing or contrasting.
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H. H.Lee
1
About ten minutes before 
the chapter material.
Title of chapter was 
Disneyland.
English songs, games like 
puzzles and short dramas 
which a main text 
includes.
Viewing video or movie 
with English closed 
captions (as a group or 
personal assignment, not 
her class).
Through pre-reading 
activities, Lee creates 
cultural framework for 
students.
Prefers to compare or 
contrast Korean culture 
with American culture. 
For example, Lee tried to 
compare Seoul Land with 
Disneyland.
Korean-
American
NS
E n g lish
Teachers
G.W. Lee Lee frequently teaches 
cultural information.
Lee is sincerely 
concerned with cross- 
cultural understanding.
Playing short dramas 
focusing on speaking and 
listening skills; this kind 
o f activity, Lee believes, 
might help students 
obliterate a fear of 
English language.
Due to little knowledge of 
Korean culture, usually 
focuses on American 
culture.
But, when be taught 
American cultural 
information, he frequently 
asked students: “What is 
different from Korean 
culture?"
J. Doe Spends enoJJgh time 
teaching culture.
Usually asking questions 
and responding in 
English (lands of 
problem-solving).
Due to the lack of Korean 
culture, usually American 
cultural information is 
discussed rather than 
compared or contrasted 
with Korean culture.
G. Jeong Always related to cultural 
instruction.
Tries to inform students 
to American culture 
which students are 
interested in. (Sometimes, 
kinds of English slang)
No activity. Usually American culture 
discussed first, and then 
students asked to compare 
and contrast with Korean 
culture: "Dm you let me 
know Korean culture 
similar to this American 
culture?
M. Hong Always related to cultural 
instruction.
Whenever the chapter 
provides cultural 
information.
Viewing American soap 
operas such as ‘General 
Hospital" and American 
situation comedies. Tries 
to convey a real 
conversation used in 
America via these 
activities.
Some students seemed to 
feel the difficulty to 
understand the content of 
the soap opera.
Usually American cultural 
events, thoughts, and 
behaviors are simply 
conveyed to students.
They are transmitted from 
the American point of 
view.
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American
NS
English
Teachers
Pierre
Gagnon
/
Only when the chapter of 
the text introduces 
cultural information.
Simulation such as 
hospital, restaurant, 
travel agency, etc.
Role-plays; dramas.
Prepared various 
authentic materials and 
shows students to convey 
real American cultural 
information.
Many students were 
interested in seeing 
authentic materials
Due to the lack of 
Korean culture, mainly 
American cultural 
information is introduced.
Asking students to 
compare and contrast 
American cultural 
information just explained 
with the Korean one; "Do 
you have a similar 
cultural event or 
content?* "Tell me, if soT
B. Anderson Cultural teachings as 
much as possible.
Simple games, songs, and 
dramas adapted.
Frequently requires 
students to transcribe on 
paper English short 
sentences for listening 
practice.
Confident oral 
explanation on American 
culture by drawing an 
illustration on the board..
Tries to introduce 
American cultural 
information the text 
provides.
Requires students to think 
and write on Korean 
cultural events or 
traditions which are equal 
to the American culture 
aspect just mentioned.
No comment on the 
Korean cultural 
information compared 
and contrasted by 
students.
S. Adam Not many times. Reading activity focusing 
on pre-reading, reading, 
and post-reading.
Tries to convey an exact 
American cultural 
information on polite 
etiquettes with interesting 
gestures.
Sufficient instruction of 
American cultural 
information which the 
text provides.
Seldom mention about 
Korean culture. Usually, 
American culture.
No comparing and 
contrasting.
Criticizes Korean 
etiquettes which are 
uncomfortable for 
foreigners (taking off 
shoes before entering 
home, sitting on the floor, 
and etc).
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Many Knee Sometimes. Focusing on English 
composition based on 
brainstorming.
Kind feedbacks in 
comcting students’ 
English writing errors.
In his writing class. 
Occasionally asks 
students to write topics 
related to the Korean 
cultural events, history, 
and economic policy of 
which students have 
sufficient knowledge.
1 Requires students to write 
on differences between 
the two cultures by 
comparing and 
contrasting.
Table 535
Observation Results of Questions 4-6
Name
Factors What kinds of materials 
do they use {n their 
English class?
How do they effectively 
utilize these materials in 
order to strengthen 
cross-cultural 
understanding?
How much do they 
assign teacher-student 
interactions in sharing 
the cultural aspect of the 
EFL class?
Korean
EFL
Teachers
J.Y.Kim Usually the main EFL 
texts (made in Korea and 
written by the Korean 
EFL specialists); self* 
made textbooks
Sufficient explanation 
(usually explained orally) 
on the cultural 
information the main 
textbook provided.
Frequently relevant 
photos provided.
Usually self-made book 
used for cross-cultural 
understanding.
Usually one-sided 
explanation to whole 
class.
J. S. Kim TOEFL (Test of English 
as a Foreign Language) 
texts for the NEEU 
(National Entrance Exam 
to University).
Internet information 
provided (in print).
Requires students to visit 
quasi-Korean web sites.
Many times as much as 
possible.
C. K.Park The main EFL texts.
Asking students to bring 
cartoons (usually four- or 
six-cuts situational 
cartoons).
Has students select 
cartoons they are 
interested in. Then, 
asking write on the 
implications which 
cartoon tries to convey, 
share, and present them to 
class
Usually teacher-led 
explanation to whole 
class. Sometimes, 
encouraging group 
discussions.
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M. J. Roh The main ESL story 
books (imported Gram 
America and written by 
American authors).
Asking students to play 
short drama based on the 
story book learned. Thus, 
playing drama helps 
students to put 
themselves in the other's 
position.
Plenty of teacher-student 
interaction and student- 
student interaction.
H.H.Lee
1
The main EFL texts.
Her self-made books 
(reading excerpts from 
magazines, 
advertisement, etc).
Uses the authentic 
materials which many 
students are interested in.
Asking students to bring 
or copy any kind of 
cultural printed materials 
like advertisements, 
signs, photos, etc.
Encourages student- 
student interaction as well 
as group discussion.
Students work 
cooperatively in groups 
that are formed for many 
reasons, including shared 
interests.
Korean*
American
NS
Bnjll«h
Teachers
a w .L e e The ESL main texts.
Fables for English 
reading.
1
Provides sufficient 
cultural information 
about America with 
various photos, video, 
and authentic materials 
such as magazines, 
advertisements and etc.
Both active teacher- 
student and student- 
student interactions.
J. Doe The ESL main texts for 
English conversation.
Oral explanation. Usually teacher-student 
interaction.
G. Jeong The ESL texts; a 
conversation book and a 
reading book.
Oral explanation Both active teacher- 
student and student- 
student interactions
M. Hong ESL conversation texts as 
main texts.
By focusing on culturally 
formed gestures and 
behaviors of dramas 
viewed, Hong tries to 
teach cultural background 
knowledge;
Usually teacher-led 
explanation.
American
NS
English
Teachers
Pierre
Gagnon
EFL texts (written in 
Korea) which his private 
institute selected and 
recommended.
By respecting Korean 
EFL students'own 
culture, Gagron tries to 
integrate American 
culture into Korean 
culture. For example, 
Gagnon tries to decrease 
the American superiority 
which his EFL texts 
contain so that Gagnon 
attempts to eliminate 
hostility toward American 
culture.
Both teacher-student and
student-student
interactions.
Group discussion in 
English, and then 
presentation to whole 
class.
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B. Anderson EFL texts written in 
Korea.
By introducing both the 
merits and demerits of 
American culture which 
his EFL texts provide 
(even if the EFL texts 
introduce only the merits 
of the American culture), 
Anderson tries to show 
both insider’s and 
outsider’s points of view.
Both teacher-student and
student-student
interactions.
Group discussion in 
English, and then 
presentation to whole 
class.
S. Adam ESL reading text 
containing various types 
of reading materials 
excerpting from 
newspapers, magazines, 
advertisements. T.V. 
guide, menu, subway map 
ofN.Y.,etc.
By using authentic 
materials and photos, 
Adam tries to motivate 
interest in English 
reading.
Based on this motivation 
and interest, Adam 
attempts to make students 
intimate with American 
culture and language.
Usually teacher-led class.
Sometimes, teacher- 
student interaction is 
motivated.
M. Knee TOEFL texts and ESL 
composition.
By using situational 
conversation and by 
giving the interesting 
writing topics.
Usually student-student 
interactions focused.
5.2.3.1 Discussion on the Interview and Observation Results
The results of the interviews and the observations can be synthesized as follows:
(1) The Korean EFL teachers: They tend to spend plenty of time teaching the English 
grammar, English vocabulary, and line-by-line translation from English to Korean. Most of 
them believe that the linguistic aspects mentioned above play an important role in English 
language acquisition. Generally, they require their students to memorize dialogs, manipulate 
pattern drills, and study all sorts of grammatical generalizations. Thus, they cherish the 
validity of this mechanistic approach by focusing on error prevention and error correction. 
They argue that the reasons they have to focus on teaching grammar, vocabulary, and 
translation are directly linked with a tacit responsibility for getting high scores in the English 
exam. Realistically, it is impossible to repudiate seeking high scores, because their students
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should take the nationwide or region-wide English tests. Based on these tests, students’ 
English abilities, and even teachers’ efforts, are evaluated by comparing students’ English 
scores with other schools. At this point, the teaching culture of in EFL classroom is 
frequently ignored. Nonetheless, the Korean EFL teachers try to teach culture, but it remains 
transmission of simple superficial cultural information rather than understanding of cultural 
value and belief from both inside and outside perspectives.
In addition, the Korean EFL teachers show a somewhat strong unoism, which often 
impedes multi-cultural perspectives toward the target culture. Thus, such unoism seldom 
give teachers and students a chance to imaginatively put themselves in another’s place to see 
how they feel, to experiment with changed ways of behaving, and to become aware of and 
understand other people’s behaviors.
In addition, the Korean EFL teachers are suffering from “the loss of credibility" with 
their students, because teaching speaking, listening, and pronouncing English motivate or 
interest the students, as students tend to disrespect teachers’ English speaking, listening, and 
pronunciation capabilities due to the fact that they are not NS teachers.
(2) The second generation EFL teachers: They use both languages (English and 
Korean) very fluently, so that students seem to feel the more comfortable relationships with 
Korean-American and Korean-Canadian NS teachers than with the Korean EFL teachers who 
show a strong authority in the classroom. In terms of selecting the bilingual instruction, they 
try to deliver an authentic language by using English and an understandable interpretation 
by using Korean. They frequently prefer to compare and contrast Korean language and 
culture with the American. Such methods seem to drive a motivation and an interest in
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students to learn English. First of all, they seem to be proud of equally knowing both cultures 
and languages. They also show a strong feeling of acquaintance with students by: (1) using 
the Korean language which is students’ native language; (2) using English which is the target 
language students really want to acquire; (3) sharing a cultural background with students; and 
(4) cherishing a student-centered EFL class rather than a totally teacher-led class.
The second generation NS teachers try to transcend the parochial confines of the 
Korean traditional educational setting in terms of understanding and appreciating cultural 
diversity and pluralism. That is to say, they lose neither the American native aspects, which 
are helpful for conveying authentic English language and culture, nor the Korean native 
aspects, which are helpful for accepting equally and integrating appropriately the target 
culture.
(3) The NS teachers: They might be the best ideal teacher in conveying authentic 
English language and Western culture. They spend a lot of time correcting students’ 
inappropriate English pronunciations and English accents, as well as conveying real 
American culture. They use a lot of language activities which Korean students have not 
sufficiently experienced before, so that students express a strong respect of NS teachers.
In teaching linguistic aspects, however, the Korean students do not exactly 
understand the NS teachers’ explanations of the English grammar, vocabulary, and story 
telling. Students seem to feel that the more NS teachers explain in English, the more students 
are confused because NS teachers are unable to speak the local vernacular.
hi teaching the culture, NS teachers espouse the idea that FL acquisition is strongly 
related to an increase in cross-cultural awareness and sensitivity. Thus, they try to teach real
154
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
American culture in many cases. Yet they do not sufficiently compare and contrast the 
American culture with the Korean one because they are often unable to understand the host 
culture. Accordingly, they tend to focus usually on American culture in their classes.
Such an attitude might lead their teaching of culture to a focus on the excellency of 
American culture so that the native cultural identity of the Korean students might degrade 
in some cases. Such monolingualism and monoculturalism may bring about mental and 
physical isolation from their EFL Korean students, because it might be difficult to find and 
share a common background and knowledge with Korean students if these linguistic and 
cultural differences are not overcome. NS teachers frequently tend to minimize the fact that 
some solidarity or like-mindedness exists.
For more fruitful integration of culture in EFL classes, the following suggestions 
might be considered:
(1) ForNNS:
• De-emphasize linguistic-oriented instruction
• Enhance cultural awareness when teaching culture rather than
delivering a fact-only information
• Reduce a strong unoism when teaching culture
• Do not judge the target cultural phenomena
• Teach English speaking, listening, and writing as much as teaching
English grammar, vocabulary and reading focused on line-by-line 
translation
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To do so,
• Help NNS to re-exam their professional experiences through their 
self-reflection
• Provide an in-service teacher training programs
• Encourage EFL teacher-teacher conferences focused onthe cultural 
instruction
(2) For 2nd generation NS:
• Employ 2nd generation NS as much as possible for effective teaching 
of culture and language
• Provide teacher education programs to learn Korean culture and 
language, which are their parents’ native culture and language
• Encourage them to apply their bicultural background knowledge and 
bilingual ability effectively into EFL classrooms
(3) ForNS:
Provide teacher education programs to learn Korean culture and 
language
Respect EFL students’ native language and culture
Teach American and Korean culture together
Help NS to apply sufficiently their authentic culture and language into
EFL classrooms
Focus on sharing some solidarity or “like-mindedness" with their 
students
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CHAPTER 6
A PEDAGOGICAL IMPLICATION AND RECONCEPTUALIZATION
The final chapter of this study consists of three major sections. The first section 
examines the five research questions and the four empirical hypotheses, which were outlined 
in the introduction of study. Based on the results of these research questions and hypotheses, 
this section suggests some basic pedagogical implications for Korean EFL education. The 
outcomes of this study demand transition away from cultural inequality, English-only 
instruction, linguistic-oriented instruction, and the unoism embedded in EFL education 
toward making English teaching more humanistic and less mechanistic. This study advises: 
(I) intercultural equality, from the viewpoint of “currere," as an alternative to cultural 
inequality; (2) bilingual instruction in EFL classroom as an alternative to English-only 
instruction; (3) integration of culture and language as an alternative to linguistic-oriented 
instruction; and finally (4) multi-cultural perspectives based on cross-cultural understanding 
alternative to unoism.
The second section makes recommendations for future research based on the 
experiences obtained through this study. This future study concentrates on weaknesses 
encountered during the current research, to provide a more broadened or amplified research 
approach to EFL education.
The third section includes the overall conclusions regarding the outcomes of this 
research. This characterizes the path which Korean EFL education should follow for better 
education in order to improve the teaching of English as a foreign language.
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6.1 Responses to Research Questions
6.1.1 Research Question 1:
What is the degree of cultural inequity between Korean culture and American culture 
as perceived by Koreans? What are the relations between the degrees of cultural 
inequity and the cultural integration in EFL classes?
Chapter Three reviewed the historic origin of the cultural inequality between the two 
countries and the influences of such inequality on education, including EFL education in 
Korea. The research argued that Japanese imperialism has simply been replaced with 
American culture, which was internalized uncritically during the period of American Military 
Government. Since then, American culture and the English language have been deeply 
entrenched in many aspects of Korean culture and society. Cultural instruction has ignored 
the fact that this cultural inequality is embedded in the EFL classroom and in the mind-set 
of the Korean people.
Most EFL teachers and students, as demonstrated in the next section, recognized that 
there exists a high level of the cultural inequality. The more EFL teachers and students 
recognize this cultural inequality, the less they believe in the integration of culture into EFL 
education. The teaching of culture in the context of cultural inequality recognized by EFL 
teachers and students, might not only reinforce American cultural superiority and degrade 
students’ native culture, but also hinder efficient cultural instruction. This research tried to 
determine the degree of cultural inequality perceived by EFL teachers and students and then 
how this relates to the integration of culture in EFL. Those results are described in the 
following section.
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Degree of Cultural Inequality
Description: EFL teachers and students, in general, observed a substantially high 
degree of cultural inequality. For instance, reviewing the major results of the questionnaires, 
97.6% of teachers and 94.1 % of students replied that American culture has reshaped Korean 
culture. 66.3% of teachers and 70.3% of students deemed that Korean culture is being 
dominated by American culture. This is supported by the introduction in chapter One that 
cultural inequality has been deeply engraned in the Korean mind-set They, 97.6% of teachers 
and 53.8% of students, believed that American culture is indispensable in many aspects of 
the lives of Koreans.
On the other hand, 79.5% of teachers and 79.4% of students disagreed that American 
culture is superior to Korean culture. They showed a strong sense of a predominance on their 
native culture. As 85.0% of teachers and 82.0% of students indicated, Korean peoples 
uncritically and willingly accept American culture without any properly integrated 
understanding. This might imply the urgent necessity of an EFL teaching system for 
appropriately or critically filtering American culture. It also can be concluded that the 
traditional EFL teaching system acknowledges and further tacitly legitimates cultural 
inequality rather than reducing or ameliorating it. Teaching culture is very important in EFL 
classes, and at the same time, it is also important for EFL classes to reduce cultural inequality 
to heighten the integration of culture. Thus, it is imperative to design and develop EFL 
programs to critically filter and adequately integrate the target culture within the native 
cultural frame (Omaggio, 2001; Lafayette, 1997).
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Recommendations: Based on these questionnaires results, EFL education should: (1) 
be aware of the fact that cultural inequality is deeply embedded in EFL teachers’ and 
students’ mind-set; (2) create and apply EFL teaching programs to adequately integrate the 
target cultural knowledge in the native cultural frame so as to minimize cultural inequality; 
and (3) encourage teachers and students to view the relationship between the two cultures 
as equivalent rather than unequal.
In addition, the statistical results demonstrate that in order to decrease inequality 
between the two cultures, EFL educators and administrators need to avoid “English-only” 
instruction and design EFL instructional programs to reduce strong unoism (see Table 5.31). 
The more EFL teachers and students recognize cultural inequality, the more they value 
“English-only” instruction and stronger unoism. This demonstrates the necessity for creation 
and application of effective EFL classroom bilingual instruction as well as programs focusing 
on multi-perspectives based on cross-cultural understanding.
Relationship between Cultural Inequality (Cl) and Integration of Culture (IC)
The results of the research verified the following empirical hypothesis from the 
introduction: The degree to which Korean EFL teachers and students perceive cultural 
inequity is significantly inversely related to cultural integration. This hypothesis assumed 
that the more EFL teachers and students recognize cultural inequality, the less they consider 
the necessity of the cultural integration. This means that EFL teachers and students who 
recognize a high level of cultural inequality disagree that the integration of culture should be 
emphasized in EFL classes. As long as cultural inequality is not reduced, it is not feasible to 
genuinely implement cultural integration. If this cultural inequality is not reduced, cultural
170
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
integration instruction may be prone to be performed in the target cultural frame, that is, from 
the target cultural viewpoint, not from its native counterpart. This may further separate the 
two cultures so that the cultural inequality becomes broader.
Implications
The Quality of Intercultural Equality: As most EFL teachers and students 
indicated above, it is necessary to design and develop sufficient and appropriate teaching and 
learning strategies and systems to lessen the cultural inequality by suitably integrating 
American culture into Korean native culture. In the context of coerced conformity to the 
inequality which is inveterately ingrained in the Korean EFL classroom and schooling, it is 
not easy to openly discuss the fairness and distribution of cultural opportunity and equality 
between the two cultures, nor to implant them into actual EFL educational settings. This 
current structural dilemma, as shown in the results of the survey, has not been surmounted, 
due to the conventional Korean curriculum which operates as a powerful device for control, 
compelling teachers and students to comply with the dominant values of society, and which 
produces rationalized, distorted knowledge in standardized forms and hierarchical structures. 
In the long run, this traditional Korean EFL curriculum legitimizes and institutionalizes 
inequality between the two cultures through tactic agreement and even ignorance of the 
authority of English linguistic professionals in government, administration, school 
management, etc., in the socioeconomic and political order. English teaching is almost 
viewed as a process of disciplining students through skill-based drills, memorization, and 
error-corrections, so that they can learn what the educators or administrators have stipulated 
and they can only mimic a native speaker of English. However, this traditional viewpoint on
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language teaching, which is based on behavioral psychology, frequently neglects teaching 
as artistry and transformation that is grounded in reconceptualized curriculum. 
Reconceptualization of teaching should transcend “the simplistic, teacher-proof curriculum, 
standardization of evaluation, and an excellence read as conventionality” (Steinberg, 1992, 
p. 72). Instead, teaching is exclusively grounded in classroom experience (Pinar, et.al., 1995). 
Thus, EFL educators and administrators might creatively and actively encourage students to 
participate and interpret; and it should not require them to follow behave in prescribed ways. 
It is now imperative to reconceptualize the implications of this traditional curriculum for a 
foreign language.
In contrast with such a traditional concept of a curriculum, currere supports an 
exuberant interaction between the students (or even the teacher) and their own life, ways of 
thinking, etc., so that they can reinterpret their own life as well as reveal new capabilities. 
Currere, as a verb, focuses on the meaning of running a racecourse, while traditional 
meaning of a curriculum was degraded to the word in noun-form, the “track” (Kincheloe, 
1998). More specifically, the word “curriculum" implies a course or plan of study to pursue 
an academic degree, certification, or authorization by a board of experts in a particular field 
of study. A curriculum itself is etymologically rooted in Latin and traditionally means 
racetrack or racecourse. Pinar (1975; and 1995) suggests an other form of understanding 
curriculum, that is, currere. It distinguishes itself by being involved in the investigation of 
the nature of the individual experience of “the educational journey or pilgrimage” (Pinar, 
1995, p.400). Pinar indicates that traditional definitions of a curriculum exclude the 
experiences and understandings of students and teachers, so that conventional curriculum
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emphasizes the stable, scientific, rule-govemed, functional structure designed to accomplish 
sometimes dogmatic directives based on institutional goals of schooling. However, 
curriculum as currere encourages the students to amplify their own knowledge, abilities, 
talents, and autonomy. Furthermore, currere inspires educators to recognize that curriculum 
is a spirited as well as energetic process; it ought not be reduced to "simply the lesson plan, 
the district guidebook, the standardized test, the goals and milestones, or the textbook” 
(Kincheloe, 1998, pp. 130-131). That is to say, currere rejects “classroom recipes,” which 
focus on how to manipulate curriculum materials, programs, etc. (Egea-Kuehne, 1992). 
Consequently, currere-based EFL leads to a reconceptualization of traditional curriculum, 
in opposition to behaviorism, scientism, dehumananizing technology, bureaucratization, and 
other phenomena associated with modernism (Pinar, 1995).
Consequently, currere-based EFL education might encourage concern on how the 
American culture as dominant manipulates the identity of Korean culture as marginalized 
and invite teachers and students to be active researchers of their own teaching and learning 
in classrooms. This reveals target cultural identities as well as the self-understanding of the 
EFL teachers and students. Pinar (1995) further clarifies that currere induces us to think and 
rethink about gender, race, class bias, unequal power, homophobia, ethnocentrism, a hidden 
curriculum, coercion, and obedience, among other key educational issues in our society.
To achieve this, currere requires teachers and students to systematically analyze how 
sociopolitical distortions in our society, including in the schools, have tacitly contributed to 
deform children in terms of their world views, including their perspectives regarding 
education and themselves, i.e., their self images. Currere challenges us to conscientiously
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investigate, and unfold “the insidious ways power operates to create oppressive conditions 
for some groups and privilege for others" (Kincheloe, 1998, p. 133). In other words, currere 
rejects the traditional conception of a curriculum as a medium to simply transmit or convey 
"dominant culture and ideologies that legitimate and thus help to preserve arrangements of 
political and economic power, prestige, and production” (Anyon, 1988, p. 176).
With this cttrrere-based EFL education in mind, Korean EFL education needs to 
upgrade the Korean cultural identity which has been inveterateiy degraded and ignored for 
a long time, as well as reduce the American cultural superiority ingrained in Korean mind 
and thought, so that it is imperative to focus on the quality of intercultural equality. EFL 
education might identify the fact that differences between the two cultures and languages 
often reflect differences in social context and history; differences do not confer any superior 
status to one culture over the other culture. Instead, differences disclose the fact that Korean 
culture and American culture are intermingled and interrelated with each other in an equal 
relationship.
Unless relations between the two cultures are de-hierarchicalized, "social distance” 
will emerge. Schumann (1976) clarifies the definition of “social distance," terming it a 
measure of the degree to which societies allow or inhibit interchange. If language learners’ 
culture is dominant, then "social distance” will increase. On the other hand, the decentering 
of cultures decreases "social distance.”
Thus, it is important to seek harmony and equal relations between the two cultures 
in order to reduce this “social distance.” This statement is supported by Brown (1980), who 
documents that optimal learning takes place when learners have discovered some sort of
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equilibrium between their native language and culture and the target language and culture. 
Therefore, the intellectual integration between Korean culture and American culture in EFL 
classes might lead to the cultivation of critical and creative thinking and behavior. 
Applications for the Quality of Intercultural Equality
1) EFL curriculum needs to be internationalized/globalized and localized:
The people of the world are encouraged more and more to communicate face-to-face 
with those of other allegiance and to make some attempt to understand the viewpoints of 
others (Rivers, 1985). This world phenomenon suggests more significantly the importance 
of EFL education in our schools. The integration of foreign language with international 
studies (Rivers, 1985) and the other subject-matter areas (Lafayette, 1996) are to be regarded 
as an important ingredient for EFL language classes. EFL curriculum needs to be greatly 
concerned with understanding international affairs beyond American-centeredness. In doing 
so, the curriculum should be designed to encourage students to appreciate other people and 
cultures by accessing documents not yet translated and by increasing abilities to comprehend 
and interpret the latest in news and information (Rivers, 1985). In other words, EFL 
curriculum should help students and teachers overcome national boundaries and American- 
centeredness. This EFL curriculum toward international and global purposes focuses on the 
interconnectedness of systems, including ecological, economic, political, technological, 
religious, cultural, and educational aspects. Thus, this global EFL language education is 
designed to provide paradigms of this "interconnectedness, interdependence, and 
interrelationship” with international and global cultures via cooperation and progress (Pinar, 
et al, 1995). It might deal with international or global issues which all of us must mutually
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solve through cooperation and discussion in class. Furthermore, the EFL curriculum needs
to integrate and cooperate with other subject-matter areas; it rejects the confines of textbook
exercises and seeks interesting knowledge (Lafayette, 1996).
In addition to such internationalized or globalized EFL curriculum and cooperation
with other subject-matter areas, EFL education needs to be planned as a pedagogy more
appropriate to local conditions and needs (Cem & Alptekin, 1984). As for an appropriate
localized English education, Kramsch and Sullivan (1996) explain that appropriate English
education permits educators to design and develop the learners’ own context of use in
accordance with the value cherished “in their national, professional-academic, or institutional
culture” (p. 210). To be more specific, EFL educators and administrators should design and
develop English teaching and learning methods suitable for EFL context, rather than cling
to American or Western ESL programs, which may be difficult to introduce and apply into
EFL situation due to different educational theories and realities. This is supported by Defeng
Li’ (1998) based on Daoud (1996) and Phillipson (1992):
Rather than relying on expertise, methodology, and materials controlled and 
dispensed by Western ESL countries, EFL countries should strive to establish 
their own research contingents and encourage methods specialists and 
classroom teachers to develop language teaching and learning methods that 
take into account the political, economic, social, and cultural factors and, most 
important of all, the EFL situations in their countries (li, 1998, p. 698).
Furthermore, this localized EFL curriculum should strive to increase the autonomy
and democratic management skills of local school committees and make use of local
resources. For example, Korean schools might focus on different forms of open-curriculum,
including a differentiated curriculum (based on students’ individual ability) and various
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"after-school” English classes and activities. It is important to keep in mind that these efforts 
must be firmly rooted at the level of local schools, rather than at the national level of policy 
making, that is, a national curriculum or government-mandated curriculum.
Consequently, EFL curriculum needs to be integrated and to cooperate with other 
subject-matter areas; it rejects the confines of textbook exercises and seeks interesting 
knowledge which is based on authentic and personal topics, on the language and teaching 
content (Lafayette, 1996). EFL curriculum might include: (1) cross-cultural understanding 
and exchanges (Ommagio, 1993/2001 and Lafayette, 1993); (2) an interdisciplinary approach 
that emphasizes current international events and issues through reading newspapers and 
magazines, along with viewing movies or films (Rivers 1985, and Pinar, et al, 1995); (3) 
study abroad for achieving proficiency as well as culture (Lafayette, 1993), cooperative 
programs such as home-stay exchange programs, and inviting target country students into 
classes; and (4) local programs, including introduction of local cultural event to foreigners, 
and materials such as English guidebooks for foreigners which are culturally and 
experientially made might be selected and used in classes.
2) EFL educators and administrators should provide background information and encourage 
students to compare Korean cultural information with the target cultural counterpart, so that 
students can critically and attentively internalize the target cultural knowledge in the native 
cultural frame.
Teachers and administrators should encourage students to compare, and contrast, 
analyzing cultural differences. EFL students may or may not be sufficiently familiar with 
American culture, so that EFL teachers need to teach not only American values, but also 
ways of thinking and behaving, to help students understand the American culture within their
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native cultural frame (Lafayette, 1998). The native cultural knowledge needs to be used in 
order to accept the new target culture with full understanding. Presenting native culture in 
accordance with the target culture helps students to see how the two cultures are compared 
with each other from a balanced perspective. With these ideas in mind, for example, EFL 
educators and administrators could encourage students to find out the cultural differences or 
similarities between the traditional Korean marriage and the American marriage by 
comparing each marriage event. For another instance, in order more fully to teach American 
Thanksgiving to EFL students, it might be necessary to encourage them to compare it with 
the Chu-suk, an important Korean holiday similar to Thanksgiving. Rather than conveying 
one-sidedly American cultural events, it is better to place students’ native cultural event 
alongside the target cultural event, in this case Chu-suk and Thanksgiving.
These activities of contrasting and comparing can encourage students to become 
aware of the target cultural events in their native cultural frame. To further aid understanding, 
EFL educators can ask students questions post-reading or post-viewing: Do you know why 
Americans get married in a church?; Do you know what they do after the ceremony?; Do you 
know why Americans eat turkey?; Do you know why Koreans play and sing Kang Kang Sue 
Wol Lael; Do you know why Americans give thanks to God? etc.
Taken as a whole, EFL students are not ready to deal with the target culture’s way of 
living and thinking until they are willing to examine their own culture. Hence, students 
should develop and understand an awareness of self and attitude/expectation that others 
should be differently valued.
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3) EFL educators and administrators should facilitate open discussion on the cultural 
inequality embedded in the content of English textbooks as well as in EFL curriculum and 
instruction.
Rather than ignoring the contents of English textbooks that contain cultural 
inequality, EFL experts and administrators need to assist teachers and students to uncover 
and internalize it. This procedure might be used in the whole class or in small groups. 
Reviewing English textbooks used in Korean schools and private institutes, it can be seen 
that English textbooks written with a business intent frequently oppose sincere educational 
interests. This is simply because of the fact that the goals and means of curricula frequently 
are determined by publishers, not by teachers (Lafayette, 1988/1997) or students. This 
control is inappropriate and ineffective because it ignores the fact that students and teaches 
can comprehend and respond to the multiple realities of individual differences.
While observing English classes, the researcher had informal opportunities to discuss 
with several adult EFL learners the cultural inequality contained in English textbooks used 
in private institutes. We had open discussions and were aware of how this discussion is 
significant in order to minimize cultural inequality in English texts. For example, English 
textbooks used in Korean schools implicitly include cultural bias, such as a sense of 
American education superiority. High evaluation and one-sided explanation about American 
culture often subtly reinforce a sense of American superiority and degrade the image of EFL 
students’ culture and language. This study has scrutinized three English textbooks written in 
America, and the content including American superiority which might cause cultural bias and 
further the cultural inequality is summarized in the following table. The three selected ESL 
textbooks currently used in Korean schools and private institutes are: (1) Reader's Choice
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(Baudoin et al., 1994) published by The University of Michigan Press; (2) Reading First 
(Robertshaw et al., 1990) by Heinle & Heinle; and (3) In Context (Zukowski-Faust, 1997) 
by Harcourt Brace College Publishers. These ESL reading textbooks are materials for an 
intermediate and advanced level. The study has selected reading chapters about American 
education.
Table 6.1
Contents of Three Different English Textbooks that Contain Cultural Bias
Focus of content is~. Cultural bias is th a t..
Reader's
Choice
• The six principles of American 
education.
• The traditional value of 
American education.
• The development of American 
education.
• American people’s educational 
value is very high.
• American educational system is 
the best in the world.
• American schooling is the better 
quality than any others.
Reading
F irst
• American college life
• Advice about how to succeed 
college study in the U.S.
• Most American college students 
study very hard.
• American college study is very 
difficult Thus, an American B.A. 
diploma might be a great thing.
In  Context •  Story about how American 
students earn their expensive 
tuition.
• Introduction to getting a job and 
borrowing money, which are 
usual ways to support their 
tuition.
• American college tuition is very 
expensive.
• American college students are 
very diligent and independent
• Their tuition are not supported by 
their parents. (This article does 
not mention about parental 
support).
•  The expensive tuition of 
American college might mean that 
the quality of American college 
education is very high and also 
that American college education is 
worthy of being respected by 
others.
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This experience through open discussion might help EFL students and even teachers 
find out the cultural inequality in textbooks and educational systems, so that they can 
encourage them to design and develop alternatives so as to reduce i t  To reduce cultural 
inequality in textbooks and classes of EFL means to enhance the effective cultural 
integration.
6.1.2 Research Question 2:
What Is the degree of “English-only" instruction in EFL classroom as perceived by its 
American native or Korean non-native teachers and students? What are the relations 
between the degrees of "English-only” instruction and the cultural integration in EFL 
classes?
In chapter Three, the research considered the historic origin, models, and functions 
of “English-only" instruction and further how this instruction has influenced EFL education. 
This research advised the ineffectiveness of “English-only" instruction for EFL context, in 
that this might impair Korean students’ indigenous norms and values and replace them with 
those of Americans (Naysmith, 1986). Instead of “English-only” instruction, the research 
advocates the effective and adaptable use of both Korean and English language, that is, 
“classroom bilingual instruction.” The purposes of the questions were to determine the degree 
of the belief in “English-only” instruction for Korean teachers and students and how the 
degree of “English-only” instruction correlates to the cultural integration.
Degree of "English-only* Instruction
Description: EFL teachers and students generally preferred a somewhat a high degree 
of “English-only" instruction. Yet, 72.3% of teachers and 69.6% of students disagreed that 
the Korean EFL class should be conducted only in English. They revealed a considerably
181
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
strong negative stance to "English-only” instruction. Instead, 75.9% of teachers and 63.6% 
of students implicitly agreed with an appropriate use of both Korean language and English 
language, that is , not using only Korean or only English. This might suggest the urgent 
design and development of congruous and effective classroom bilingual instruction. On the 
other hand, 85.5% of teachers and 78.3% of students believed that English should be taught 
at younger ages to achieve a "native-like” performance.
Repnmmenrfations: EFL education needs to de-emphasize "English-only” instruction 
and to use appropriately both the Korean and English language for literacy. More 
specifically, using Korean language in EFL class as revealed in the qualitative research helps 
students’ comprehension for English literacy. EFL experts and administrators might 
encourage teachers and students to use English as much as possible. Nonetheless, when they 
cannot express themselves in English, they speak Korean. Thus, they are expected over time 
to rely less on Korean in EFL classroom.
Moreover, statistical outcomes have authenticated the fact that strong belief in 
"English-only” instruction leads to a higher the degree of linguistic-oriented instruction and 
unoism (see Table 5.31). In order to decrease "English-only” instruction, thus, EFL education 
needs to minimize both linguistic-oriented instruction and unoism. Too much focus on 
linguistic-oriented instruction of EFL class and the unoism reinforces the belief in “English- 
only” instruction.
Relationship between “English-only” (EO) Instruction and Integration of Culture (IQ
The results of the study verified the second hypothesis: The degree o f the belief in 
“English-only" instruction is significantly inversely related to the degree o f cultural
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integration. Namely, the research has proven that the more EFL classes are focused on 
“English-only” instruction, the less EFL teachers and students perceive the need for 
integration of culture. This means that EFL teachers and students who have a strong belief 
in EO disagree that IC should be emphasized in EFL classes.
To achieve an effective EFL education for cultural integration, it is necessary to 
lessen the emphasis on “English-only" instruction. Accordingly, as long as EFL experts and 
administrators continuously emphasize “English-only” instruction, it is difficult to anticipate 
authentic cultural integration.
Implications
The Quality of Bilingual Instruction in EFL Classroom: Recently, more than at 
any other time, Korean EFL administrators and specialists have forcefully upheld “English- 
only” instruction as the only vehicle language within the confines of a classroom. This might 
stem from the common Korean notion that the exclusive use of English in teaching and 
learning can result in better and the faster effective English acquisition and capability. This 
phenomena, as Wiley and Lukes (1996) put it, is actually based on the one-sided study of 
SLA research which tends to concentrate only on the L2, that is, English, with little concern 
for the maintenance or development of the LI. As alluded in evidence from research in 
chapter 3, the rationale used to justify “English-only" in the classroom is neither peremptory 
nor pedagogically appropriate (Auerbach, 1993; Eg6a-Kuehne, 1999b/2000; Phillipson, 
1992; Preston 1981, and Wiley and Lukes, 1996). hi addition, this English-only instruction 
has been proved as detrimental to integrating cultural knowledge in the result of this 
research. Teaching through use of native language in the EFL classroom does not imply
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backtracking to the Grammar Translation method; instead it means accepting that "the 
thinking, feeling, and artistic life of a person is very much rooted in their mother tongue” 
(Auerbach, 1993). Thus, as Krashen (1992) put it, bilingual teaching is beneficial when it 
uses the first language so as to furnish "background knowledge and literacy” (p. 41). 
However, Krashen further continues that if use of native language in FL classroom focuses 
on the line-by-line translation, this is unproductive.
Instead of upholding "English-only” instruction in the EFL classroom, it is imperative 
to emphasize the notion that classroom bilingual instruction, that is, the use of Korean 
Iangauge, is not only effective and beneficial but necessary for all levels of the Korean EFL 
classroom. Thus, the elimination of the native language as a precondition to learning English 
should not be considered. In other words, introduction of English should not come at the 
expense of the native language (Brisk, 1998).
The bilingual approach to instruction of EFL can reduce language anxiety and 
enhance the affective environment for learning. In addition, this approach can take into 
account sociocultural factors, accelerate combination of learners’ life experiences, and permit 
student-centered curriculum development hi addition to these advantages, bilingual 
instruction in a FL or L2 programs admits that "for language to be used as a meaning-making 
tool and for language learning to become a means of communicating ideas rather than an end 
in itself" (Auerbach, p. 20).
Evidence from research and practice on the bilingual approach to instruction in SL 
or FL demonstrates that allowing the use of the LI in early ESL acquisition was critical to 
later success, and use of both languages facilitated the transition to English (Irujo, 1991).
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Furthermore, a bilingual approach to instruction whose LI is valued seems to be more 
effective for language minority students, whose language has less social status (Tucker, 
1980).
To adopt a bilingual approach and to value the knowledge that learners already 
have is to begin to challenge that unequal power relationship and, one hopes, 
thereby enable learners to acquire the skills and confidence they need to claim 
back more power for themselves in the world beyond the classroom 
(Collingham, 1988. p. 85).
In cases of ESL in the United States, as Eg6a-Kuehne (2000) put it, bilingual 
students, who are a group of students speaking a minority language in a majority culture, are 
especially successful academically and socially when they value and cultivate their native 
language and when they mutually and harmoniously integrate heir heritage culture with their 
host culture. On the other hand, as Snow (1990) demonstrates, current theory and research 
in bilingual education show that students’ poor academic achievement is not generally due 
to their limited English proficiency.
Rather, it is due to the exclusion or limited use of instruction in the home or native 
language in many school programs or to the low status accorded the home language. In this 
view, sound and effective bilingual programs can encourage and heighten language 
minorities’ self-esteem so that such programs can lead them to "better adjustment and better 
second language acquisition” (Krashen, 1992, p. 41).
To be more specific, Krashen (1992) echos the necessity of bilingualism and 
bicuituralism, quoting Cummins's (1981) statement that: "bilingualism helps to promote a 
healthy sense of bicuituralism and avoid the syndrome of bicultural ambivalence, shame of 
the first culture and hostility towards the second culture” (p. 41).
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Accordingly, If EFL students cannot express what they know and understand in 
English, Korean language might be allowed. EFL students are strongly encouraged to use 
English as much as possible, but when they cannot express themselves in English, they speak 
Korean and teachers (both NS and NNS) repeat it in English to model how to say it in 
English. Thus, students are expected over time to rely less on Korean language (Brisk, 1998) 
Applications for a Bilingual Approach to Instruction in EFL Classroom
I) EFL programs need to focus on literacy.
For a bilingual approach to instruction, EFL educators and administrators need to 
develop students’ literacy rather than focus too much on linguistic aspects of English, 
because instruction in the native language and to use the native language allow students to 
work at their own cognitive level (Brisk, 1998). Thus, EFL students’ literacy and 
comprehension in Korean language as well as language skills in English need to be used. The 
term literacy which has been associated with written text in the traditional definition, is 
replaced by the concept of multiple literacies, i.e., cultural, civic, computer, scientific, and 
technological literacies. Moreover, Eisner (1991) explains that literacy, in the broader 
implication, "is not limited to text.. .  [but] relates to the ability to construe meaning in any 
of the forms used in the culture to create and convey meaning” (p. 125), such as music, visual 
images, dance, arts, sports, and theater. Furthermore, Langer (1987), according to Robert 
(1995), regards literacy as a way of thinking, which is closely associated with reading and 
writing applied in a variety of situations. Robert (1995) sheds lights on Langer’s definition 
of literacy: “Literacy is defined by processes such as reflection, analysis, deliberation about 
alternatives, and group discussion -  as applied to classic texts, romance novels, television
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programs, movies, or any other form of discourse" (p. 426). Thus, an effective EFL bilingual 
approach to instruction underscores the value of contents, i.e., background knowledge and 
cross-cultural understanding in Korean language, so that students can understand the 
meaning of contents, the English text provides. The Korean language thus plays a significant 
role in developing literacy and comprehension in EFL classes. This is supported by Brisk 
(1998), who documents the notion that “when the native language is neglected it ceases to 
support second language development, which in turn can result in language and literacy 
problems” (p. 105). In addition, Beebe and Giles (1984) discover that the neglect of students’ 
own language and culture leads to difficulties in acquiring a high level of proficiency of SL. 
Therefore, as Brisk (1998) strongly put it, the encouraged use of both languages (Korean and 
English) facilitates “academic achievement and English language and literacy development” 
(p. 105-106). Brisk (1998) further continues that literacy for older students depends on their 
level of literacy in the native language; accordingly students with limited or no literacy in 
their native language face a serious dilemma. Consequently, EFL educators and 
administrators need to help students benefit from a classroom bilingual approach to 
instruction in which all linguistic resources are used to develop literacy. Teaching with both 
Korean and English in the EFL classroom is an effective and meaningful way to develop 
literacy and acquisition of English.
2) EFL programs need to provide teacher training programs for NS, NNS, and Second 
generation NNS.
In order to foster qualified EFL teachers who can utilize the bilingual approach to 
instruction, EFL experts and administrators need first to design and provide effective and
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realistic programs for EFL teachers, i.e., NS, Korean NNS, and 2nd generation NNS. For NS 
teachers, the EFL programs for teacher education need to designate an orientation program 
to learn the Korean culture and language before they start to teach English in Korea. In fact, 
the assistance and efforts of NS teachers have remarkably contributed to a rapid growth of 
Korean English education. Their involvement has been invaluable, in that they teach EFL 
students how the target language and culture are used by native speakers in an authentic 
world. However, EFL educators and administrators seldom provide an opportunity to learn 
the Korean language and culture, which might share common interest, and to share some 
solidarity or like-mindedness with their students. This lack of opportunity to learn the Korean 
language and culture might lead NS teachers to an ignorance of the ways and minds of the 
local people and their language.
For instance, NS teacher and students might come into a conflict due to a paucity of 
understanding on cultural discrepancies between the two cultures in EFL writing class. The 
Korean writing system is based on the cyclical time structure ( (S», so that most Koreans 
prefer a broader, more general approach in writing. To be more specific, Korean students’ 
writing is based on the circular style which focuses on inductive ordering of ideas which are 
often “indirectly" related to a thesis (Eggington, 1987). hi contrast, American writing 
structure is rooted in the Western metaphysics style of thinking linear structure ( I ) 
stemming from logocentrism (Eg6a-Kuehne, 1994; 1995). Despite these different writing 
styles, unfortunately, NS teachers may require Korean EFL students’ English writings to 
conform to a linear, clear, and logical progression of ideas. However, as proved in the 
research conducted by Kobayashi and Rinnert (1996) who show the fact that “culturally
188
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
influenced rhetorical patterns” affect evaluation of Japanese EFL students’ writings on an 
analysis of effects topic, NS teachers might first provide opportunities for EFL students to 
understand social and cultural assumptions underlying the English rhetorical pattern in order 
to emphasize that pattern, hi addition, NS teachers need to recognize that they have their own 
expectations of how writing should be organized but that there are alternative ways of 
organizing ideas according to different cultural norms and values (Kobayashi and Rinnert, 
1996). For a fuller and more complete understanding of the writing posses, as Kobayashi and 
Rinnert (1996) postulate it, NS teachers need to teach these differences in writing patterns 
by comparing American English with the Korean traditional rhetorical pattern. NS teachers 
can encourage students to write their composition according not only to the American 
English rhetorical pattern, but also to their own rhetoric writing pattern. NS teachers might 
provide or ask students to write short sample essays that demonstrate contrasting American 
and Korean rhetorical features to raise students’ awareness of the rhetorical conventions of 
American English.
Thus, the training program for NS needs to advise that NS teachers need to respect 
EFL students’ language and culture in the classroom. When students feel that their language 
and culture are acknowledged and respected by NS teachers they can fill gaps due to cultural 
and linguistic discrepancies and decrease the “social distance.” Furthermore, the knowledge 
and information acquired by the Korean language and culture students bring to class is a 
valid basis for presenting new knowledge of the target culture and language. Brisk (1998) 
articulates this in the following statement:
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Classrooms become communities of learning where individual students are 
valued, all languages are considered valid media for communication, and 
cultures are accepted as the legitimate bases for knowledge and behavior (p.
130).
For the Korean EFL NNS teachers, EFL experts and administrators need to actively 
develop teacher training programs in order to enhance their English proficiency and cultural 
knowledge. These might include; (1) the reexamination of NNS professionals' experiences 
through their self-reflection, which can help to review their educational aims and values to 
contribute to their professional teaching (Pinaret al., 1995). According to Pinar (1995), self­
reflection accentuates the significance of understanding stemmingfirom “within," or “inside,” 
as in the "inner life” of human beings; (2) an in-service training system responsible for NNS 
teachers’ reeducation in conjunction with accompanying master or certificate programs of 
a university in the vicinity of their school; (3) EFL teacher-teacher conferences which share 
knowledge with their colleagues by focusing on English language and cultural practices, 
pedagogical strategies, creation of EFL teaching lessons, etc. EFL administrators need to 
provide teachers with various formal and informal meetings and seminars for teacher-teacher 
"mentoring programs” based on EFL bilingual teaching and learning. As Wiener and Cohen 
make clear, teacher-teacher seminars and meetings have at least three purposes: to receive 
additional information, to understand the whole child and to adapt instructional strategies to 
meet students needs; and finally (4) the expansion of teachers' study abroad, whether for long 
or short periods, in order to learn and experience the target culture and language. Through 
these programs for NNS teachers, they can achieve the advantages that Medgyes (1992) 
identifies in the introduction of this study.
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Finally, EFL educators and administrators need to extend theiremployment of second 
generation NS teachers, in that these can teach students authentic English language and 
culture which EFL students really learn. The second generation NS teachers, like Korean- 
American or Korean-Canadian, can share with EFL students a solidarity or like-mindedness 
stemming from the same Korean culture and language. Thus, EFL experts and administrators 
need to invite Korean-American or Canadian NS teachers into the classroom as much as 
possible.
In doing so, second generation NS teachers can experience and learn their parents’ 
language and culture and EFL students can learn the authentic target culture and language. 
To do so, EFL experts and administrators need to encourage second generation NS teachers 
to apply their bicultural background knowledge properly into EFL classrooms.
6.1.3 Research Question 3:
What is the degree of linguistic-oriented instruction in EFL classrooms as perceived by 
Koreans? What are the relations between the degrees of the linguistic-oriented 
instruction and the cultural integration in EFL classes?
In the statement of the problem, if EFL still focuses on the linguistic-dominated 
instruction of English, it guarantees the isolation of cultural instruction (Simon, 1980). The 
research reviewed the problems of the linguistic-oriented instruction in EFL classes from 
three points of view: skill-based, grammar-focused, and error-correction EFL instruction.
The aims of this research were to determine the degree of linguistic-oriented 
instruction for EFL teachers and students and how such instruction relates to cultural 
instruction. The 'next section will provide the findings regarding these research questions.
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Degree of Linguistic-Oriented (LO) Instruction
Description: EFL teachers and students displayed a relatively strong preference for 
linguistic-oriented instruction. 79.5% of teachers and 55.9% of students agreed that English 
grammar is necessary to learn English language. In addition, 69.9% and 89.2% of teachers 
as well as 88.1 % and 89.9% of students strongly agreed that both English pronunciation and 
vocabulary are necessary in obtaining oral and written proficiency. Even though the 
quantitative research strongly supported the necessity of grammar-oriented instruction, the 
qualitative research regarded the excessive focus on linguistic-oriented instruction as an 
acute weakness of EFL education.
Interestingly, 735%  of teachers and 59.4% of students strongly disagreed with line- 
by-line translation. Actually, EFL teachers spend a high percentage of class time translating 
English into Korean in a reading exercise as shown in the interviews and observations. 
Furthermore, 49.4% of teachers and 58.4% of students disagreed with skill-based excises; 
54.2% of teachers and 73.4% of students disagreed with memorization; and 59.0% of 
teachers and 88.5% of students disagreed with error-corrections.
In addition, these skill-based excises, memorization, and error-corrections were 
ranked as fatal weaknesses of EFL education by both teachers and students in the written 
remark.
Recommendations: EFL educators and administrators should: (1) diminish an 
excessive focus on line-by-line translation, which is totally teacher-led instruction; (2) avoid 
skill-based, memorization-oriented, error-correction instruction; and (3) be more aware of 
integrating culture and language.
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Additionally, statistical data has proven that strong belief in linguistic-oriented 
instruction leads to the high level of belief in "English-only” instruction and strong unoism. 
This means that EFL teachers and students, who strongly think that EFL classes should be 
linguistic-oriented, also strongly believe that EFL classes should be conducted only in 
English and that a single cultural perspective stemming from unoism is not very problematic.
The results of the quantitative research have indirectly proven that in order to 
attenuate linguistic-oriented instruction, EFL educators and administrators should focus on 
reducing "English-only” instruction and unoism.
Relationship of Linguistic-Oriented (LO) Instruction & Integration of Culture (IC) 
The research examines the third hypothesis: The degree to which the student 
experiences linguistic-oriented instruction is significantly inversely related to that o f being 
culturally integrated. The data of the study has affirmed that linguistic-oriented instruction 
was unrelated to cultural integration, hi other words, the statistical results of the 
questionnaires have not directly shown the significant and inverse relationship between 
linguistic-oriented instruction and cultural integration.
Yet, the results of the qualitative research have ascertained that the excessive 
attention on linguistic-oriented instruction makes EFL teachers and students disregard the 
emphasis and significance of cultural integration. The outcomes of the qualitative study 
advise a carefully prepared and designed curriculum and instruction for cultural integration 
in EFL classes by gradually diminishing linguistic-oriented classes. More precisely, the 
results of the qualitative research, from the written remarks, the interviews, and the 
observations, demonstrate that traditional foreign language instruction that emphasizes
193
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
linguistic-oriented is the crucial impediment in acquiring the English language and the target 
culture.
Implications
The Necessity of Integrating Culture and Language: Crawford-Lange and Lange
(1987) state that culture is inseparable from language instruction and thus should be 
contained in language study. In the same vein, Byrnes (1991) asserts that the interactive 
relationship between the first language and a second language should consider cross-cultural 
understanding. Consistent with this concept of cross-cultural understanding, Lafayette (1998) 
recommends his three principles: “awareness, comparison, and other dependent learning.” 
His view is based on anthropology, beyond the classic definition of culture which considers 
only ways of life of a group of people who communicate in the same language. Lafayette 
(1998) examines “awareness” as the important element in experiencing and being acquainted 
with the target language. The “comparison” encourages the realization of learners’ own 
culture first; they then gradually understand the target culture in accordance to their native 
cultural frame of reference. Therefore, it is imperative to stimulate the learner to make 
comparisons between the two. Finally, the principle of “other dependent learning” implies 
a shift from self-constructed knowledge to peer and small group study, as well as from 
teacher-centered to learner-oriented processes.
Galloway (1992) echoes the importance of recognizing the widespread influence of 
culture on one’s attitudes, emotions, beliefs, and values. However, the author warns about 
the concomitant dangers, in that the student may project the native frame of reference on that 
of the culture being studied. Subsequently, Galloway (1992) recommends that students begin
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with an understanding of their own frame of reference, and then follow a teacher’s guidance. 
To be more precise, EFL students should approach the target culture with an assumption that 
the new patterns of behavior can be interpreted within the framework of their own native 
culture (Omaggio, 1993/2001).
It is imperative, therefore, for the Korean EFL curriculum to switch from grammar- 
centered, line-by-line translation, and vocabulary-oriented instruction, to focus on culture- 
language integration education (Galloway, 1981; Lafayette, 1998; and Omaggio, 1993/2001).
To do so, Omaggio (1993/2001) reflects Lafayette’s (1978, 1988) suggestions for 
integrating culture and language in the FL classroom, that the most fundamentally critical 
issue in cross-cultural instruction is the degree to which the study of language and culture are 
integrated. Lafayette (1978,1988) suggests appropriate activities for integrating culture and 
language as follows:
• Cultural lessons and activities need to be planned as carefully as language 
activities and integrated into lesson plans.
• Present cultural topics in conjunction with related thematic units and closely 
related grammatical content whenever possible. Use cultural contexts for 
language-practice activities, including those that focus on particular 
grammatical forms.
• Use a variety of techniques for teaching culture that involve speaking, 
listening, reading, and writing skills. Do not limit cultural instruction to 
lecture or anecdotal formats.
• Make good use of textbook illustrations and photos. Use probing questions 
to help students describe and analyze the cultural significance of photos and 
realia.
• Use cultural information when teaching vocabulary. Teach students about the 
connotative meaning of new words. Group vocabulary into culture-related 
clusters.
• Use small-group techniques, such as discussions, brainstorming, and role- 
plays for cultural instruction.
• Avoid a “fact-only” approach by including experiential and process learning 
wherever possible.
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• Use the target language whenever possible to teach cultural content.
• Test cultural understanding as carefully as language is tested (Quoted in 
Omaggio, 1993/2001, p. 374)
Application for the Integration of Culture and Language
1) EFL educators and administrators need to include proper teaching of culture along with 
teaching of language in its curriculum.
For the most part, as mentioned previously, cultural instruction in EFL classes is 
being ignored due to excessive linguistic practices and concerns. Most EFL curriculum and 
instruction concentrates on obtaining a high score in a series of English exams which 
strongly require students’ linguistic abilities such as English grammar, line-by-line 
translation, and English vocabulary through a fixed and formal style of text. Fortunately, 
such tests are in the process of changing to include English communication skills, listening 
comprehension, and brief English compositions beyond a simple ability of grammar, 
translation, and vocabulary in English. Nonetheless, these are seldom or if ever related to 
cultural knowledge and understanding. If EFL curriculum does not intentionally include the 
teaching of culture in traditionally linguistic-oriented classes in Korea, the teaching of culture 
will continue to be ignored. In spite of the importance of teaching culture in EFL, most EFL 
NS teachers and even students believe that culture is not their responsibility of teaching and 
learning; rather, it appertains to a class in history, art, or geography. Apart from this deviated 
concept on teaching of culture, EFL educators and administrators must try to integrate 
teaching of culture into the teaching of language in order to enhance both cultural and 
linguistic competence in English. To achieve this goal, EFL classes need to deliberately and 
gradually include knowledge and information of the target culture in conjunction with
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teaching English language. Rather than simply and superficially delivering cultural 
information based on a "fact-only” approach to the target culture, each linguistic aspect of 
English, i.e., grammar, vocabulary, and etc., needs to be related to integrate cultural 
knowledge and information.
In this respect, Lafayette (1988/1997) attests that FL or L2 classes must include "at 
least a cultural objective” when introducing and practicing English. He further supplies an 
example of integrating culture and grammar as follows: "if the grammar objective consists 
of the verb 'to be’ in its function of showing location, the culture objective might be to locate 
various cities or other geographical elements in the target country” (p. 128). In integrating 
culture and vocabulary, moreover, vocabulary should be categorized in a “culture-related 
cluster,” i.e., breakfast (cereal, eggs, toast, etc.), lunch (sandwich, hot dog, etc.), and dinner 
(steak, potatoes, etc.). Thus, students can learn and understand the meaning of vocabulary 
on American food as well as what Americans eat. Lafayette also suggests an example of 
integrating culture into listening comprehension which has students listen to cultural content 
with maps of the target country and the use of visuals focusing, on listening rather than 
speaking. To integrate culture and speaking skills, Lafayette continues, a great deal of 
opportunities for both native- and target-Ianguage cultural concepts should be provided. 
Finally, in integrating culture into reading and writing lesson, reading texts must include 
cultural content as much as possible by using pre-reading and post-reading activities about 
native and target cultural concepts. English composition asks students to write about the 
target cultural knowledge through an open-ended questions.
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2. EFL educators and administrators need to create and develop various visually authentic 
materials and textbooks for teaching culture.
As Eisner (1990) articulates, the major function of creative curriculum materials is 
to amplify the teacher’s skills, not to constrain them. Therefore, good materials assist 
implementation of a quality curriculum and facilitate instruction. In contrast, improper 
materials upset and discourage students, as well as make the job of teachers more difficult 
(Brisk, 1998). The strong teacher should avoid following textbooks too closely and relying 
exclusively on teachers guides. This means creating his/her own lessons and materials, 
rejecting the single course textbook in favor of a combination of elective texts, fictions, and 
journals.
Visually authentic materials: In order for EFL curriculum to integrate culture and 
language, it is very much important to select appropriate visually authentic materials and 
textbooks for enriching cultural understanding. As for visually authentic materials such as 
photographs and illustrations from the target countries, Lafayette (1978) discusses the 
advantages of visual materials over printed texts and recommends using basic questions to 
gather cultural information. The questions are grouped in three categories, description, 
information gathering, and comparison, for each photograph and illustration as follows:
Description
1. What do you see in this picture?
2. Can you describe some of the items?
3. What are people doing?
4. How are they dressed?
Information Gathering
1. Can you tell where or when this picture was taken?
2. Do some of the objects or places in this picture have historical significance?
3. Does the picture tell you anything special about life in that country?
4. Does the picture portray a certain segment of society in that country?
5. Is the picture of a general or specific nature?
6. Could a similar picture have been taken in other parts of this country?
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Comparison
1. What makes this picture French, German, or Spanish, if anything?
2. Could a similar picture have been taken in the United States? Where? If not, 
why not?
3. Where would you go in the United States to take a picture of contrasting 
cultural habits? (p. 130).
In addition, EFL texts need to include and select various types of content material. 
Lafayette (1988/1997) highly recommends authentic materials because of their authenticity 
as well as their attractiveness, hi defining the term authentic materials, Rogers and Medley
(1988) refer to authentic materials as "language samples, either oral or written, that reflect 
a naturalness of form and an appropriateness of cultural and situational context that would 
be found in the language as used by native speakers” (p. 468). They could include the use of 
real or simulated travel plane schedules, hotel registration forms, biographical data sheets, 
train and plane schedules, authentic restaurant menus, labels, signs, newspapers, and 
magazines. Such materials allow EFL students to use non-linguistic cues to interpret 
meaning. In addition, they encourage greater interest and enhanced motivation in EFL 
classes. Taken as a whole, authentic materials are invaluable in that they (1) convey authentic 
language in context; (2) provide visual and paralinguistic clues; (3) focus on cultural aspects; 
and (4) encourage motivation.
Lafayette (1988/1997) indicates, nonetheless, that authentic materials may present 
serious comprehension problems, in that: (1) they tend to assume prior knowledge about past 
events, as well as total control of the language itself; and (2) they are very laborious to 
comprehend precisely by foreign language learners. These comprehension difficulties might 
cause EFL students to lose interest and motivation. On the effects of authentic materials for
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Korean university-level EFL students, Peacock’s (1997) use of observation sheets and a self- 
report questionnaire research revealed that Korean students report authentic materials (in this 
research, newspapers, poems, and songs) to be significantly less interesting than artificial 
materials due to the inappropriateness of students’ cognitive maturity and low level of 
linguistic proficiency. Thus, authentic materials should depend on the background, abilities, 
and objectives of the students (Lafayette, 1998). EFL educators and administrators should 
select authentic materials appropriate to students’ cognitive maturity and respective linguistic 
levels.
Furthermore, EFL educators and administrators can encourage students to compare 
visually authentic materials used in English-speaking countries with Korean authentic 
materials as follows: (I) What is the authentic material used in the target culture about? That 
is, can you describe some of the content? (to group); (2) Why did you select this material? 
(to group); (3) For what purpose will you use this material?; (4) Where and how did you get 
this material?; (5) In what sense is this material suitable for your purpose?; (6) What content 
in this material are you interested in?; (7) Can you select similar materials in Korea?; (8) 
What are the differences between the two materials (American material you selected and 
Korean authentic material you saw before)?; (9) What are the similarities between the two?; 
and (10) Which one is more practical and economical? In addition to visually authentic 
materials, EFL texts need to be content-based, interest-based, and self-selected or self-made 
in order to integrate culture into language more sufficiently.
Content-based texts: According to Cheek (1983), content materials not only call for 
the application of all previously taught reading skills, but they also demand an authentic
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knowledge and use of a higher level comprehension. As shown through many empirical 
studies, thus, EFL educators and publisher need to select and utilize context-based materials 
in accordance with on main EFL textbooks.
Despite the fact that integrating language and content is a practical alternative in FL 
programs, traditional Korean EFL classes still focus on language development with little 
attention to subject-area curricula. In the Korean EFL setting, language learning and content 
learning are often treated as independent processes. However, if FL classes focus on a 
"noncontextualized" linguistic practice which is far from content-based instruction (that is, 
in the absence of real meaning), language structures and functions are likely to be learned as 
abstractions, devoid of conceptual or communicative value.
Consequently, the fundamental organization of the FL curriculum might be derived 
from subject matter including real content. For example, communicative competence will 
be acquired during the process of mastering content information on specific topics, such as 
social studies, culture, business, history, political issue, economics, etc. In other words, FL 
teachers need to consider every content lesson as a language lesson. It is especially important 
for FL teachers to see every language lesson as an opportunity to enhance students' concept 
attainment. By selecting content from the school's curriculum that is compatible with FL 
instructional purposes, FL teachers can use this content as communicatively and cognitively 
engaging sources of developing language, and also help to promote their students’ 
understanding of content material.
hi addition, even EFL textbooks themselves should deal with various content-based 
subjects such as science, biology, astronomy, etc., rather than routine and uninteresting
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stories. For example, in the social studies unit, students are taught the vocabulary related to 
the places in the community (e.g., the bank, the post office, names of different types of 
stores, and so on). They may be asked to distinguish aspects of their community that are not 
found in other communities while they can contrast their community with one in a country 
where the target language is spoken. They can make maps of their community and contrast 
goods and services available in their community with those of the target culture, hi the 
science unit, meteorology, the EFL program can focus on the weather such as thunder, snow, 
storms and so on. Such programs challenge students in EFL classes to use their language 
skills as a vehicle for acquiring concepts and information, as a tool for thinking.
Interest based: Interesting EFL textbooks can provide links between students’ prior 
knowledge and the concept being taught This is further supported by Elley and Mangubhai 
(1983), who document the fact that when students were given an abundance of highly 
interesting story books in English, their progress in reading comprehension increased at 
almost twice the normal rate. This contention is also supported by Lafayette (1998), who 
concludes that the use of comprehensible and highly motivated books can be a useful 
medium for effective acquisition of the English language. That is to say, interest enhances 
and motivates learning language (Bruner, 1983; Piaget, 1968; and Smith, 1984).
Self-selected or self-made books: Self-selected books might include highly interesting 
and motivating materials, regardless of topics and Helds, such as short novels, fictions, 
newspapers, magazines, cartoons, and so on. This suggestion is supported by Krashen (1985) 
who claims that sustained reading of self-selected books change students into "good readers, 
pretty good writers, and better spellers” (p. 176).
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Such textbooks allow EFL students to choose their own topics and express their 
views in a non-standard or informal style of the target language. Furthermore, they are able 
to support the cultural solidarity of the class and lower the affective barriers (often so firmly 
in place) against the use of the target language in FL classrooms (Green, 1997).
Moreover, EFL experts and administrators need to advise students or teachers to 
utilize self-made books. In many ways, commercially produced EFL textbooks are 
considerably lacking in cultural content because of Korean teachers’ demand for an emphasis 
on grammar due partly to their unfamiiiarity with how to integrate culture into language. 
Therefore, teacher- and student-made materials are needed to fill the voids left by 
commercially produced EFL textbooks (Brisk, 1998).
3. EFL classes for teaching of culture need to be creative.
This research has found that teaching of culture in EFL classes was not creative in 
utilizing foreign language activities and materials. Many EFL teachers and students seemed 
to think that teaching of culture and creativity are unrelated to each other. In order to teach 
cultural knowledge, they think, a delivery of accurate facts and knowledge, rather than design 
of a creative teaching and learning formats for cultural instruction, is the most important. For 
effective teaching of culture, EFL educators and administrators should include an increased 
emphasis on the creation of diverse activities and materials and a decreased emphasis on rote 
memorization.
Torrance (1962) defines creativity as the process of shaping ideas or hypotheses, 
evaluating them, and corresponding the results. Torrance further postulates that creativity 
implies the creation of something new which no one has ever seen. Creativity, therefore,
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involves adventurous thinking which gets away from the main track and breaks out of the
routine pattern and of traditional thought Consequendy, creative thinking and behavior lead
or guide us to better ideas we have never experienced: invention, discovery curiosity,
imagination, experimentation, exploration, and so on. In addition to Torrance’s definition
on creativity, Guilford (1967) views creativity as acomposition of intellectual abilities rather
than a general capability or talent that an individual possesses or does not possess. A
divergent production category is therefore most closely related to creativity, because it
requires a high degree of cognitive processing and interaction with given information, and
it reflects a higher level of cognitive processes. Here, according to Guilford (1967), divergent
production refers to a type of thinking that “goes o ff  in different directions, makes possible
a change of ways of problem solving, and leads to a variety of answers in situations where
more than one answer is acceptable. Moreover, Guilford hypothesized that various factors
in the divergent production category are closely related to creative behavior: (1) “fluency”
is the ability to produce a large number of ideas in a given period of time; (2) “flexibility” is
the ability to produce diverse ideas, belonging to different classes; (3) “elaboration,” is the
ability to add on to or to specify a given idea or a set of ideas; and (4) “originality," refers to
the ability to produce uncommon, unconventional, or clever ideas. Therefore, Guilford 
*
considers creativity as a variety of intellectual abilities rather than a unidimensional ability 
or talent reserved for specially endowed individuals.
In spite of the necessity of creativity, EFL educators and administrators have rarely 
attempted to develop students’ imaginations, to stretch their flexible minds in new directions, 
to make them think about what they have learned about the target culture. For example,
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teaching of culture in EFL classes has unfortunately been confined with the measured or pre­
packaged curriculum, which is linguistic-oriented instruction of English. Additionally, it is 
rooted in a uniform order and linear sequence, which are totally dependent on the English 
standardized tests and bureaucratic power of testing. Any adventurous or courageous creative 
thinking toward the target culture which deviates from any standard and subverts a long- 
established custom and thought is usually impossible. Consequently, rich dimensions of 
creativity in the teaching of culture have been ignored in EFL classes. Nonetheless, ESL/EFL 
educators believe that all students should be given the opportunity to increase their creative 
and divergent production abilities, rather than limited in their development by teaching of 
culture and foreign language (Birckbichler, 1982, and Landry, 1974). Creative and divergent 
production activities for the teaching of culture need to focus on the output of multiple 
answers and to allow for generation of a variety of answers not entirely determined by the 
language provided. Creativity is not a simple function, as Williams (1970) explains, but it 
is composed of various and multiple skills, talents, and ideas. Thus, creativity is both 
“intellective and motivational orattitudinal” (p. 11). Furthermore, Stein (1974) andTorrance 
(1962) have identified affective behaviors that seem to characterize the personality of 
creative individuals and that should be encouraged in a classroom, designed to foster the 
development of creative and divergent production abilities. For example, such affective 
behaviors include perceptiveness, independence of judgment, openness to new experiences, 
curiosity, sensitivity, enthusiasm, self-awareness, complexity, and risk-taking. Although each 
of these attitudinal or personality factors requires different types of decisions on the part of 
the teacher, most educators believe that an open and safe psychological climate can most
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enhance creative thinking and behavior in the classroom. Thus, openness calls for divergent 
thinking and implies many solutions to a single problem.
Accordingly, EFL educators and administrators need to admire and encourage 
students’ curiosities and imaginative ideas on target cultural information, so that students feel 
that their ideas are important and valued by the teacher. The curriculum for enhanced EFL 
classes should assist and encourage students to interact, negotiate, and share their own 
knowledge in order to explore multiple meanings at variable levels (Bruner, 1986; Doll, 
1993; Piaget, 1971; and Vygotsky, 1978). Furthermore, a curriculum should be rich and 
variable, and thus able to respond or react to students’ desires and curiosities. It should 
extend out beyond a traditional linear-based curriculum, which is “a derivation of the 
Newtonian view of science.” This is “view-ordered, set, deterministic, predictable, objective, 
atomistic, and linear” (Doll, 1983, p. 169). Consequently, Doll (1983) suggests the coming 
of a new curriculum theory of growth and development, based not on Newtonian concepts 
of linear order, but on nonlinear curriculum formation emerging and evolving through 
reciprocal interactions and cooperation in multiple perspectives, not a pre-set path.
To achieve this curriculum goal, Doll (1993) concludes that the teacher should 
intentionally create appropriate amounts of “chaos” or conflict to stimulate the student to 
reorganize; the teacher’s role is to provide a curriculum for challenging, controversial, 
“chaotic” thinking, so that “students’ self-organization will be encouraged" (p. 284). The 
curriculum anticipates students’ wondering, agonizing, rethinking, interacting, and 
negotiating about problems students have to face. In the process of striving with the 
problems, perturbations, and possibilities, students can develop or improve themselves:
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“development is not continual and gradual; it is punctuated with plateaus, spurts, and 
bifurcation points" (Doll, 1986, p. 15).
With these concepts in mind, EFL educators and administrators must first encourage 
students to share their ideas, thoughts, and opinions on the target culture rather than engage 
in a preponderance of oral and written pattern drills. This is supported by Boylan and 
Omaggio (1975), who argue that the traditional roles of the teacher and student are modified 
so that students become not only recipients of information but also givers of information in 
the classroom. EFLeducators and administrators need to encourage students to have curiosity 
toward the target culture, and they should create an opened class climate to share and 
experience the target culture.
6.1.4 Research Question 4:
What is the degree of the uno cultural perspective in EFL classes as perceived by 
Koreans? What are the relations between the degree of the uno cultural perspective 
and cultural integration in EFL classes?
In the statement of the problem, the study asserted that the unoism stemming from 
the Koreans’ single cultural perspective can make EFL teachers and students unable to be 
involved in the process of emotional and intellectual interpretation and cross-cultural 
understanding. The research indicated that unoism can bring about immature and improper 
value judgments (Hendon, 1980). Thus, this research question reviewed the problem from 
the points of view of cultural stereotypes and ethnocentrism.
Degree of Unoism Perceived by Korean
Description: EFL teachers and students generally show a somewhat high degree 
of unoism. For instance, only 313% of teachers and 30.4% of students agreed that the
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Korean single cultural perspective impairs the process toward proficiency in English. In 
addition, 26.5% of teachers and 33.6% of students barely agreed that the single cultural 
perspective prevents EFL students from multi-cultural insights.
Interestingly, while only 45.8% of teachers and 34.6% of students agreed that the 
Korean single cultural perspective leads Koreans to ethnocentrism, 55.4% of teachers and 
64.7% of students strongly agreed that this perspective causes cultural stereotypes toward 
American culture. In other words, they feel that unoism might bring about cultural 
stereotypes, but that it might not lead to ethnocentrism. Furthermore, 31.3% of teachers and 
39.5% of students admitted that ethnocentrism is a barrier to teaching and learning the 
English language. 66.3% of teachers and 64.7% of students agreed that this cultural 
stereotype stems from the “fact-only” focused cultural teaching in EFL classes.
Recommendations: EFL educators and administrators should: (1) be aware that 
unoism can lead teachers and students to cultural stereotypes, (2) avoid the “fact-only” 
approach in teaching cultural knowledge, and (3) encourage EFL teachers and students to 
escape ethnocentrism.
Furthermore, the statistical outcomes have proven that a strong unoism leads to a 
strong recognition of cultural inequality, strong belief in linguistic-oriented instruction, and 
strong belief in “English-only” instruction. This means that EFL teachers and students for 
whom the single cultural perspective stemming from unoism is not very problematic strongly 
recognize that there exists a high level of cultural inequality, strongly believe that EFL 
classes should be linguistic-oriented, and strongly believe that EFL classes should be 
conducted only in English. Thus, to decrease unoism, it is essential to minimize the cultural
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inequality, English grammatical emphasis, and “English-only” instruction, hi addition, to 
decrease unoism the integration of culture needs to be heightened.
Relationship between Unoism and Integration of Culture
The research defines the fourth hypothesis: The degree o f the cultural ‘Unoism" is 
significantly inversely related to that o f cultural integration. More specifically, the evidence 
of the research has certified that the more EFL students perceive a strong unoism, the less 
they believe in the necessity of cultural integration. This means that EFL students who think 
that single cultural perspective stemming from unoism is not very problematic strongly 
disagree that integration of culture should be emphasized in EFL classes. If EFL students do 
not minimize their strong unoism, it is difficult to expect genuine cultural integration. This 
unoism, as mentioned in the introduction of this study, impedes EFL students from 
understanding and accepting the point of view of others, that is, the target culture. Thus, it 
is imperative to adapt EFL teaching and learning programs that focus on the multi­
perspectives of cross-cultural understanding.
Implications
The Quality of Multi-Cultural Perspectives: EFL educators and administrators 
might encourage students to see other cultures from a multicultural perspective rather than 
a single cultural viewpoint As shown in the results of this research, a single cultural 
perspective is no longer beneficial to heighten the significance of cultural integration in EFL 
classes. Instead, EFL students might be inspired to have a multicultural perspective toward 
the target culture. Brameld (1971) asserts that in order to surmount a cramped nationalistic 
prejudice, an attitude to see community and culture in worldwide sense is decisively needed.
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With nationalistic narrow-mindedness, it may be impossible to interpret meanings the other 
culture implies or contains, because the knowledge and meaning the target culture implies 
are not dormant perceptions acquired in any simple manner, rather, they are energetic 
concepts that are perpetually transforming (Greene, 1967 and 1968). Unless EFL educators 
and administrators reject the fixed and single viewpoint toward the other culture, this may 
lead their students to distorted and asymmetric perspectives, so that they cannot see the 
reality of the target cultural phenomena. In accordance with Greene’s view, Doll (1993) 
asserts that meanings are produced through interactions so that meaning no longer is 
considered as residing in confined texts. Doll further makes clear that "meaning is made, not 
received”; the making of meaning requires, but is not guaranteed by, an open, indeterminate 
system, a meaning making occurs through dialogue and interaction” (Doll, 1993, pp. 283). 
EFL classes provide multiple opportunities for students to achieve or produce "multiple 
layers of interpretation” and “varied realms of meaning” (Doll, 1993) through a disclosed or 
unlocked curriculum. Padgham (1988), according to Pinar et al (1995), clarities that the 
reality of an object can be appreciated only through "multiperspectival representations” much 
like Cubists paint the reality of an object from multiple perspectives. Pinar (1995) adds that 
both teacher and students might work toward a heightened state of reality when they together 
recall and re-experience what they remember, feel, hear, see, imagine, and think. Likewise, 
EFL educators and administrators might recognize that teaching and learning of the target 
culture and language can be most effective when sensory inputs from multiple modes, such 
as seeing, hearing, writing, and speaking, are integrated into the acquisition process of a 
foreign language (Danahy, 1995). EFL teachers can help students to take multiple
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perspectives of the target culture and language in order to understand the multiple realities 
of an alien culture.
EFL classes should be provided with appropriate and relevant background knowledge
originating from cross-cultural perspectives, knowledge about the background of the target
language strongly influences EFL students' interpretation and construction of meaning; an
individual’s interpretation of a linguistic meaning will be heavily influenced by his or her
personal history, experience, interests, preconceived ideas, and cultural background.
Accordingly, EFL should encourage students to learn first about their own culture by
applying their prior knowledge and experience. Then it needs to understand more about the
target culture from the target cultural peoples’ viewpoint, rather than the Korean single
cultural perspective. This cross-cultural process can lead to the authentic meaning of
understanding, which Robinson (198S) makes clear in the following statement:
Understanding does not mean just decoding someone else’s verbal system or 
being aware of why someone is acting or feeling the way they do. 
Understanding refers to empathizing or feeling comfortable with another 
person (p. I).
When cultural phenomena differ from what ESL/EFL students anticipate, students 
often negatively regard the target culture as “strange" or “weird." For instance, with a picture 
of many birds, American students might perceive and imagine a happy and a joyful mode, 
while Korean students might interpret it as a bad premonition that will bring misfortune and 
unhappiness. This is because Korean people say that “the bird is weeping”; not “the bird is 
singing” as Americans say. The legend is that Koreans survived a lot of foreign invasions for 
about 5,000 years and were governed by Japanese imperialism for 36 years. Consequently,
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the Korean old generations lived through a life full of tears and regrets. This historical 
experience has been deeply implanted in the minds of Korean people and has developed a 
mind-set that views the world somewhat negatively. Accordingly, EFL educators need to 
help students recognize the cultural gaps due to cultural discrepancies, rather than judging 
behaviors or values as incorrect or unworthy from single cultural perspectives, hi order to 
decrease such cultural gaps, EFL classes should utilize cultural differences as an opportunity 
to bridge the target culture by teaching the notion that values, norms, and beliefs of various 
groups differ. In addition, EFL educators and administrators need to provide background 
knowledge about cultural events so that students can understand why the target cultural 
values and norms are different from their counterparts. Finally, EFL educators and 
administrators should encourage students to discuss these cultural diversities openly. By 
doing so, students may understand their own culture more precisely and learn about the target 
culture, as well as accept that there might be conflict when differences exist between the two 
cultures.
Applications for the Multicultural Perspective
I) EFL classes need to de-center the logic of binary opposites.
As demonstrated in the results of the observations, EFL NS teachers displayed a 
strong unoism which tended to judge American cultural phenomena from their cultural bias. 
For example, EFL NS teachers who showed a strong unoism attempted to judge whether a 
target cultural event is right or wrong. They tended to presume to figure out whether it is 
right and wrong in teaching and learning cultural knowledge and information, rather than 
interpretating cultural attitudes, beliefs, and values.
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However, it can be very dangerous to judge the target culture without understanding 
it sufficiently, in that this can deliver a false judgement on the target culture. Prior to judging 
whether the target culture is right or wrong, rather, EFL students should be provided with 
sufficient background knowledge and information to let them heuristically comprehend, so 
that they can understand the target culture by internalizing through comparing and 
contrasting.
Accordingly, EFL educators and administrators need to de-emphasize the binary 
conceptual order, i.e., subject/object, sameness/otherness, self/other, etc. According to 
Britzman (1995), such binary opposites may privilege one side over the other by denying, 
rejecting, and silencing the other. In doing so, one necessarily subordinates the other. 
Britzman continues that the constituents of identity and knowledge, formed by such binary 
opposites, are seemingly contradictory to each other when in fact one is “built" into the other. 
Britzman makes clear that knowledge and ignorance are not reciprocally exclusive. Instead, 
these are implicated in and basic to each other. Ignorance is not the opposite of knowledge 
but an opposition to knowing, and thus the relationship between the two is neither opposite 
nor binary.
Britzman supports Pinar's notion (1998) that the identity of human beings is always 
implicated in its apparent oppositional elements, and thus, for instance, heterosexuality has 
a meaning only in relation to homosexuality. The solidarity and integration of the former are 
predicated on “the exclusion, repression, and repudiation” of the latter (Pinar, 1998, p. 9), and 
the two seemingly contradictory concepts are in fact interdependent and hierarchical. As a 
result, EFL educators and administrators need not require students or teachers
213
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
to think “straight," read “straight,” and see “straight” anymore, but rather explore progressive
perceptions, various interrelations, and multiple imaginations in order to discover variegated,
contradictory, and decentered creative identities. As such, our educational curriculum would
never seek to reproduce identical, indifferent, and patriarchal identities.
2) EFL educators and administrators should avoid “fact-only” instruction to prevent cultural 
stereotypes and ethnocentrism.
As demonstrated in the interviews and the observations, the demands of teaching 
basic English language techniques shorten the time apportioned for the cultural instruction. 
Even though the target culture is being taught in EFL classrooms, teachers and materials 
emphasized only the rote memorization of cultural facts and failed to help students acquire 
the sensitivity to understand deeper cultural values. Most teachers interviewed and observed 
in this research, except a few 2nd generation NS teachers, simply delivered cultural facts 
without internalizing and integrating from both the insiders’ and outsiders’ viewpoints. In 
fact, 77.5% of teachers consented to a “fact-only” approach in teaching culture. Most teachers 
tended to regard a delivery of “fact-only”cuItural knowledge as the totality of cultural 
instruction.
As quoted from Kramsch’s (1983) statement in the introduction, cultural teaching 
does not go beyond “a tourist level.” The cultural instruction focusing on “fact-only” from the 
viewpoint of a “tourist level" from native cultural perspectives may impede cross-cultural 
understanding and further deepen cultural stereotypes (Heusinkveld, 1985), and also lead to 
ethnocentrism (Tayler, Meynard, and Rheault, 1977) as mentioned in the literature review. 
Thus, as Lafayette (1988/1997) recommends, EFL classes should avoid simply conveying
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cultural facts; instead, EFL classes should apply experiential and process learning in terms 
of using brainstorming and small-group discussions, comparing and contrasting the native 
culture to target culture.
6.1.5 Research Question 5:
What is the degree of EFL teachers’ (including American native teachers) and students’ 
cultural integration? What is the priority order among independent variables to largely 
affect cultural integration?
The objectives of these research questions were to figure out the degree to which 
EFL teachers and students perceive the significance of cultural integration and have an eager 
desire to apply it in EFL classes intended, even though current EFL classes de-emphasize and 
disregard i t  Furthermore, it was to determine the priority order of which independent 
variables most strongly affect cultural integration. The results on these questions will be 
presented in the next section in more detail.
Degree of Integration of Culture
Description: EFL teachers and students showed a high degree of cultural integration 
in spite of the current situation that EFL class did not allot sufficient time for the cultural 
instruction. For instance, teachers (94.0%) and students (65.4%) agreed that cultural lessons 
and activities in EFL classes need to be planned as carefully as language activities and 
integrated into lesson plans. Furthermore, they agreed with using a variety of techniques for 
teaching culture (teachers: 96.4%; students: 82.2%); using textbook illustrations and photos 
(97.6%; 84.6); using cultural information when teaching English vocabulary (95.2%; 77.3%); 
and small-group techniques (96.4%; 76.9). Interestingly, only 49.0% of students agreed with 
avoiding a “fact-only" approach while 77.5% of teachers agreed with it. In addition, 91.6%
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of teachers and 60.5% of students agreed with using English when teaching cultural content. 
Yet 52.4% of students disagreed with testing cultural knowledge as English language is 
tested while 68.7% of teachers agreed with testing it. This is demonstrated by the outcomes 
of the written remarks where score-oriented English tests were ranked as one of serious 
weaknesses in EFL education.
Recommendations: EFL educators and administrators should: (1) use a variety of 
techniques and activities for teaching culture, (2) select and employ textbook illustrations and 
photos, (3) connect cultural information with English vocabulary, (4) activate small-group 
techniques as suggested in third research question, and (5) make use of performance 
assessment for testing the cultural understanding.
Furthermore, the statistical evidence of the quantitative research has shown that in 
order to enhance cultural integration, cultural inequality, “English-only” instruction, and 
unoism should be reduced in EFL classes. The qualitative research shows that in order to 
reinforce the cultural integration, linguistic-oriented instruction should be de-emphasized. 
Priority Order
The research has revealed that cultural integration is most strongly impacted by 
“English-only” instruction in the EFL educational setting. This means that “English-only” 
instruction has the strongest effect on belief in the necessity of the cultural instruction, 
followed by the cultural inequality, the linguistic-oriented, and unoism, which were 
insignificantly affected. Accordingly, to establish a strong belief in cultural integration, EFL 
educators and administrators should minimize the curriculum and instruction focused on 
“English-only” instruction.
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Applications
EFL classes need to measure cultural understanding and knowledge through performance 
assessment rather than Fixed formal tests.
As indicated in the results of the qualitative research and the quantitative research, 
most EFL students and teachers suffer from the quantity of scores-based tests. 92.8% of 
teachers and 88.1 % of students responded that they feel much stress in learning English. Due 
to a series of standardized English exams which are already deeply rooted in EFL classroom, 
the testing of culture might be regarded as an another assignment burden and merely another 
transient English educational trend or method. Teaching cultural instruction and testing 
cultural understanding should not be regarded as burden or stress, but as an implement to 
enhance and facilitate students’ cultural comprehension and acquisition of English. 
Nonetheless, Lafayette and Schulz (1997) acknowledge the significance of testing cultural 
understanding in order to derive a concern about culture from students themselves. They 
suggest that three types of evaluation are advisable: (1) testing for cultural knowledge, which 
is the ability to recognize cultural information or patterns; (2) testing for cultural 
understanding, which is the ability to explain cultural information or patterns; and (3) testing 
for cultural behavior, which is the ability to use cultural information or patterns.
Testing of culture in EFL classes needs to be evaluated in terms of performance 
assessment, i.e., portfolio, rather than fixed-responses and “machine-scorable tests,” which 
emphasize the final score rather than how students arrive at an answer. Unfortunately, such 
decontextualized assessments promote conformity and uniformity, along with "indifference,” 
in spite of the fact that students leam and understand differently at various degrees.
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Performance assessment can provide authentic and meaningful documentation of students’ 
abilities in that students can demonstrate what they are learning and what they understand 
through organized collections of their work, and their learning can be assessed through those 
collections. Documents in the portfolio are self-selected, reflecting a student’s own 
individuality and autonomy, hi addition, performance assessments must contain the artifacts 
of students’ progress, as well as their reflections on both their learning and the chosen 
artifacts. Thus, students might feel ownership of the portfolio so that they might be able to 
exercise decision-making power about the selected artifacts. Because students design the 
portfolio with the purpose of proving their learning, it concretely represents their efforts and 
accomplishments. This helps students to value themselves and their work (Arter and Spandel, 
1992, Cheek, 1997, Wiener and Cohen, 1997, Kathleen and James, 1998). Accordingly, EFL 
educators and administrators need to assess and evaluate students’ understanding of culture 
from an authentic and multifaceted process, rather than simply asking “fact-only’’ cultural 
information. EFL educators and administrators need to use a variety instruments to assess 
students’ understanding of culture, such as observation, presentation, student’s products and 
collections on culture, checklists, students’ demonstrations, and students’ writings. By doing 
so, EFL classes must give students many opportunities to elucidate and exhibit their cultural 
knowledge and understanding in a variety of styles. EFL students can regard the target 
culture as a dynamic and animated concept. This more further fully empowers students and 
teachers to benefit from a decision-making and ownership of the learning and teaching 
process based on cultural knowledge, understanding, and behavior acquired through their 
efforts and performances of learning culture.
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6.2 Further Study
For further study, the quantitative and qualitative research on EFL students could be 
conducted as guided by the following questions:
• What is the degree of intercultural equality between Korean culture and American 
culture as recognized by EFL teachers and students? What are the relations between 
the degree of intercultural equality and cultural integration in EFL classes?
• What is the degree of bilingual approach to instruction in EFL classes perceived by 
EFL teachers and students? What are the relations between the degree of EFL 
classroom bilingual approach to instruction and cultural integration?
• What is the degree of integration of culture and language in EFL classes as perceived 
by EFL teachers and students?
• What is the degree of the multicultural perspectives in EFL classes as perceived by 
EFL teachers and students? What are the relations between the degree of the 
multicultural perspectives and cultural integration?
• Whatisthepriorityorderamongthe four independent variables as they affect cultural 
integration?
6.3 Conclusion
This study has recognized the significance of teaching culture in Korean EFL 
education, which has been purposely or unconsciously disregarded. To achieve authentic 
cultural instruction this study advocates the de-emphasis of cultural inequality, “English- 
only” instruction, linguistic-oriented instruction, and unoism. Thus, the research investigated 
the degree of each independent (cultural inequality, English-only, linguistic-oriented, and
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unoism) and dependent variable (the integration of culture) as perceived by EFL teachers and 
students, and then how each independent variable correlates to the dependent variable, that 
is, the integration of culture. Furthermore, the research revealed the priority order of the 
independent variables in affecting the integration of culture.
The results of the research verified that EFL teachers and students perceive a strong 
degree of cultural inequality, “English-only" instruction, linguistic-oriented instruction, 
unoism, and integration of culture and that these variables, except linguistic-oriented 
instruction, significantly and inversely relate to the integration of culture. Accordingly, with 
these results in mind this study advised four implications and eleven applications for EFL 
education toward authentic cultural integration. The four implications include (1) the 
intercultural equality, (2) classroom bilingual instruction in teaching EFL, (3) teaching of 
culture, and (4) multi-perspective EFL education. Each implication has two or three 
applications. These are as follows:
For the intercultural equality:
• Globalized or localized EFL curriculum
• The cultural instruction though comparing and contrasting the native culture 
with the target culture within the native cultural frame
• Open discussion
For classroom bilingual instruction in teaching EFL:
• Literacy
• Teachers training programs
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For teaching of culture:
• Curriculum for the cultural integration
• English texts
• Creativity
• Portfolio assessment
For multi-perspective EFL education:
• De-centering of the binary opposites
• The de-emphasis of the “fact-only" approach; and for the integration of
culture
Finally, as I look back upon my personal academic experiences, I conclude that the 
significance of cultural integration in EFL classes should be cherished. This is because 
teaching culture is imperative for EFL education in acquiring the English language and 
culture. Without recognizing the need for cultural instruction, it is difficult to anticipate an 
advanced development toward cultural instruction in EFL classes. The concept that teaching 
culture is as important as teaching language should be acknowledged by EFL educators, 
administrators, and students in actual EFL contexts. This teaching of culture does not mean 
a simple delivery of cultural information, but cultural awareness in a native culture heme 
through comparing and contrasting. To achieve this, EFL educators and administrators 
should m inim ize  the four impediments embedded in EFL classroom. By decreasing cultural 
inequality, “English-only” instruction, linguistic-oriented instruction, and unoism, effective 
teaching of culture can be applied to the EFL context.
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LETTER OF PERMISSION
May 3,2000
From: Seungbin Roh 
1645 Brightside Dr. #250F 
Baton Rouge, LA 70820, USA.
To: English Teachers
My name is Seungbin Roh who is a doctoral candidate at Louisiana State 
University. Currently, I am conducting my research for a PhD. dissertation. Your school 
has granted me a permission to contact you to conduct questionnaires. Thus, please let me 
know your convenient time so that I will visit your school to conduct research.
This research is about the significance of teaching culture in EFL (English as a 
Foreign Language) classroom. This is a current situation that teaching of culture is being 
ignored due to many reasons in EFL classroom. First of all, the research informs the 
imperativeness of teaching of culture in EFL class. To achieve the effective teaching of 
culture, this study will analyze the four kinds of problems which might impede teaching 
of culture. These problems are: Cultural inequality (Cl), English-only instruction (EO), 
Linguistic-oriented instruction (LO), and Unoism (UM). The study will figure out the 
degree of each variable, and the correlation between the degree of integration of culture 
(IC) and four variables mentioned above. Therefore, the questionnaires include 6 
sections, including the demographic information, CL EO, LO, UM, and IC.
I think it will take 30 to 40 minutes to complete the questionnaires. After finishing 
the questionnaires, I will conduct interviews and observation if you want to do. In order 
to participate in an interview and observation, please let me know your opinion in 
advance.
I truly appreciate your assistance in this research. If you have any questions you 
may call me at or send an email to: fsrohl@lsu.edu: Tel. 225-765-7256).
Sincerely,
Seungbin Roh
Application Form to Participate in the Interview and Observation
Name:_______________________  Email:________________________
Address:________________________________________________________
School Name:________________________ (Middle/ High School)
Telephone: (H)____________________ ; (O)__________________________
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INTERVIEWEE RELEASE FORM 
Tape and Transcripts
I ,___________, do hereby give to the Seungbin Roh all right, title or interest
(name of interviewee)
in the tape-recorded interviews conducted by Seungbin Roh on_________
(name of interviewer).
I understand that the tapes and transcripts may be used in public presentations
including but not limited to audio or video documentaries, slide-tape presentations, or
exhibits. This gift does not preclude any use that I myself may want to make of the
information in these recordings.
CHECK ONE
Tapes and transcripts may be used without restriction___________
Tapes and transcripts are subjected to the attached restrictions______
Signature of Interviewee Date
Address
Telephone Number 
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OBSERVATION PERMISSION FORM
do hereby give to the Seungbin Roh a permission to participate
(name of teacher) (name of observer)
and observe my class instruction on.
(date)
I understand that the content of observation conducted by Seungbin Roh may be used 
public presentations and quoted in his dissertation.
Signature of Interviewee Date
Address
Telephone Number
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APPENDIX B
QUESTIONNAIRES, 
WRITTEN REMARKS, 
INTERVIEW QUESTIONS, 
AND
OBSERVATION CRITERIA
240
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
I. QUANTITATIVE RESEARCH INSTRUMENTS: QUESTIONNAIRES
Number Questions Answers
1. The Demographic Information Background Knowledge Scales
1 For teachers, what grade are you teaching? 
For students, what grade are you in?
® middle 1 ® middle 2 ® middle 3 
® high 1 (S> high 2 ® high 3 
® others
2 What is your gender? ® Male (2) Female
3 How old are you? [Teachers /  Students] ® 20-25 /12-14 ® 26-30 /15-16 
® 31-35/17-18 ® 36-40/ 19-20 
® 41-50/21-22
® 51-60 /  more than 23 years old
4 What is the name o f your school? Middle /H igh School
5 How many years have you taught or learned 
English?
® 1-3 yr®  4-6 yr®  7-10 yr®  11-15 yr 
® 16-20 yr ® more than 21 years
6 How many average hours do you teach or learn 
English a day?
® 1-2 hours ® 3-4 hours ® 5-6 hours 
® 7-8 hours ® more than 9 hours
7 Do you believe that English proficiency can lead 
you to a better job in Korea?
® very strongly agree ® strongly agree 
® agree ® disagree ® strongly disagree 
® very strongly agree ® no opinion
8 How many times do you meet and communicate 
with native speakers like Americans or Canadian 
monthly?
® 1-2 times ® 3-4 times ® 5-6 times 
® more than 7 times ® none
9 How many times have you ever traveled to 
English-speaking countries?
® 1-2 times ® 3-4 times ® 5-6 times 
® more than 7 times ® none
10 If ever, how long did you stay in the English- 
speaking countries when you traveled?
® 1-2 weeks ® 3-4 weeks ® 2 months 
® 3-4 months ® 5-6 months 
® 6 months-1 year® more than 1 year 
® not related
11 Whom do you prefer as your English instructor? ® White American ® Non-American 
® Second generation like Korean- American or 
Canadian ® Korean ® Others
12 Do you believe that you must go abroad (in this 
case, America) in order to master English?
® very strongly agree ® strongly agree 
® agree ® disagree ® strongly disagree 
® very strongly disagree ® no opinion
13 Do you believe that Korean students need to learn 
English at a private institute after school?
® very strongly agree ® strongly agree 
® agree ® disagree ® strongly disagree 
® very strongly disagree ® no opinion
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Number Questions 1 2 3 4 5 6 7
2. C ultural Inequality Scale ® very strongly agree <Z> strongly agree (3) agree
® disagree ® strongly disagree ® very strongly disagree (2> no opinion
2-1 The American culture has reshaped the Korean culture.
2-2 The American culture is indispensable in many aspects of the lives 
of the Korean people.
2-3 Korean people uncritically and even willingly accept the American 
culture without any properly integrated understanding.
2-4 The American culture is superior to the Korean culture.
2-5 Korean students spend more time learning English than the Korean 
language.
2-6 The American native instructor of English is better than the Korean 
instructor of English.
2-7 The Korean culture is being dominated by the American culture.
2-8 Korean students feel a lot of the stress in learning English.
2-9 American newspapers are more credible than Korean newspapers.
2-10 Koreans watch American T.V.. videos, and movies and listen to the 
American music rather than the Korean ones.
2-11 English is the global language.
M 2 Korean language can also be the world language.
3. English-only Instruction Scales (D very strongly agree <2> strongly agree <3> agree ® disagree
® strongly disagree (S> very strongly disagree ® no opinion
3-1 A Korean EFL class should be conducted only in English.
3-2 If EFL class uses only Korean in teaching English, students can 
acquire English better than using by only English.
3-3 Linguistically native-like proficiency eventually and certainly leads 
Koreans to upward mobility in Korean society.
3-4 The native speaker of English is the ideal teacher in teaching 
English for Korean EFL education.
3-5 English should be taught as early as younger ages to achieve a 
better result
3-6 The more English is taught, the better the result
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Number Questions 1 2 3 4 5 6 7
4. Linguistic Oriented Instruction Scales <D very strongly agree ® strongly agree <3> agree
® disagree ® strongly disagree ® very strongly disagree ® no opinion
4-1 Instruction in English grammar is necessary to Ieam the English 
language.
4-2 Line by line translation is necessary to acquire the English 
language.
4-3 Near native pronunciation in English is necessary to Ieam oral 
proficiency in English.
4-4 English vocabulary is necessary to stress to reach oral or written 
proficiency in English.
4-5 Skills-based excises are necessary in English learning.
4-6 Memorization of textbooks is necessary in English learning.
4-7 Error-correction (enor-prevention) is a necessary process in 
English learning.
5. Uno Cultural Perspective Scales (D very strongly agree ® strongly agree ® agree ® disagree
<S> strongly disagree <S> very strongly disagree ® no opinion
5-1 The Korean single cultural perspective impairs progress toward 
English capability.
5-2 The monolingual and monocultural environment of Korea prevent 
Korean students from having multi-cultural insights.
5-3 The Korean single cultural perspective is inappropriate in making 
value judgements American culture.
5-4 The Korean single cultural perspective causes cultural stereotypes 
toward the American culture.
5-5 This cultural stereotype stems from a fact-only focused cultural 
teaching in the Korean EFL classes.
5-6 The Korean single cultural perspectives lead Koreans to 
ethnocentrism.
5-7 This ethnocentrism is a barrier to the English acquisition.
5-8 This ethnocentrism hinders individual competencies in constructing 
self-awareness.
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Number Questions 1 2 3 4 5 6 7
6. Cultural Integration Scales ® very strongly agree ® strongly agree (3) agree ® disagree
® strongly disagree ® very strongly disagree ® no opinion
(Give your ideas on cultural integration in  the future, as compared with the current situation)
6-1 Cultural lessons and activities in Korean EFL classes should be 
more carefully planned as language activities and integrated into 
lesson plans.
6-2 Korean EFL education should present more cultural topics in 
conjunction with related thematic units and closely related 
grammatical content whenever possible.
6-3 Korean EFL education should use more a variety of techniques for 
teaching culture that involve speaking, listening, reading, and 
writing skills.
6-4 Korean EFL classes should make better use of textbook illustrations 
and photos.
6-5 Korean EFL classes should use more cultural information when 
teaching vocabulary.
6-6 Korean EFL classes should use more small-group techniques, such 
as discussions, brainstorming, and role-plays for cultural 
instruction.
6-7 Korean EFL classes should avoid a *facts-only’ approach by 
including experiential and process teaming whenever possible.
6-8 Korean EFL classes should use more the target language whenever 
possible to teach cultural content.
6-9 Korean EFL classes should test more cultural understanding as 
carefully as language is tested.
Thanks you so much for completing this survey.
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QUALITATIVE RESEARCH METHODS 
1. THE WRITTEN REMARKS
1) Please write your remarks on what are the strengths of Korean English education in
your mind.
2) Please write your remarks on what are the weaknesses of Korean English education in
your mind.
2. INTERVIEW QUESTIONS
1) Could you describe yourself? (teaching experience, intention to teaching English in
Korea, and period to stay in Korea)
2) Could you describe your English classroom? (curriculum, texts, and activities)
3) What aspects does your EFL class focus on? (speaking, listening, writing, reading,
conversation skills, and son on)
4) What are some differences between instruction by the American native speaker and the
Korean English teacher in your EFL class?
5) What are some differences between instruction focusing on linguistic aspects and
instruction focusing on integrating culture and language?
6) Do you think EFL classes should use authentic materials about the target culture, such
as T.V. programs, newspapers, cartoons, advertisement, self-selected materials, 
and others?
7) What do you think of grammar-oriented, line by line translation-focused, and
vocabulary- centered the EFL classes?
8) Can you tell me your feeling when EFL/ESL textbooks contain American cultural
superiority?
9) Can you tell me your opinion on the Cultural Inequality between the two cultures as it
is embedded in EEL classroom?
10) Can you tell me your opinion on the English-only instruction which the Korean
Ministry of Education mandated for the next year?
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11) Can you tell me your opinion on the Linguistic-Oriented instruction which is the
traditional English language method?
12) Can you tell me your opinion on the Unoism stemming from the Koreans’ single
cultural perspective?
3. OBSERVATION CRITERIA
1) How much time do they spend in teaching culture?
2) What kinds of activities they do use in order to teach the cultural aspect?
3) How do they compare and contrast the two cultures? Do they teach the target culture
within the native cultural frame?
4) What kinds of materials do they use in their English class?
5) How do they effectively utilize these materials in order to strengthen cross-cultural
understanding?
6) How much do they assign teacher-student interactions in sharing the cultural aspect of
an EFL class?
246
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
APPENDIX C 
COMPUTER PRINTOUTS AND SCALE RESULTS
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Item 1
FREQUENCY TABLE
Teachers Students
Frequency Percent Frequency Percent
<D very strongly agree 13 15.7 (D very strongly agree 37 12.9
® strongly agree 28 33.7 ® strongly agree 72 25.2
® agree 40 48.2 ® agree 160 55 3
® disagree 1 12 ® disagree 17 53
® strongly disagree 0 0.0 ® strongly disagree 0 0.0
® very strongly disagree 1 12 ® very strongly disagree 0 0.0
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 2
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree I 1.2 <D very strongly agree 3 1.0
® strongly agree 3 3.6 ® strongly agree 17 5.9
® agree 42 50.6 ® agree 134 46.9
® disagree 35 42.2 ® disagree 123 43.0
® strongly disagree 2 2.4 ® strongly disagree 4 1.4
® very strongly disagree 0 0.0 ® very strongly disagree 5 1.7
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 3
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 7 8.4 ® very strongly agree 22 7.7
® strongly agree 22 26.5 ® strongly agree 88 30.8
® agree 42 50.6 ® agree 125 43.7
® disagree 12 14.5 ® disagree 46 16.1
® strongly disagree 0 0.0 ® strongly disagree 4 1.4
® very strongly disagree 0 0.0 ® very strongly disagree I 0.3
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 4
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 0 0.0 ® very strongly agree 11 3.8
® strongly agree 0 0.0 ® strongly agree 22 7.7
® agree 17 20.5 ® agree 77 26.9
® disagree 49 59.0 ®  disagree 117 40.9
® strongly disagree 13 15.7 ® strongly disagree 24 8.4
® very strongly disagree 4 4.8 ® very strongly disagree 32 11.2
no opinion 0 0.0 ® no opinion 3 1.0
Total 83 100.0 Total 286 100.0
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Item 5
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 12 14.5 ® very strongly agree 55 19.2
® strongly agree 20 24.1 ® strongly agree 62 21.7
® agree 37 44.6 ® agree 110 38.5
® disagree 14 16.9 ® disagree 38 13.3
® strongly disagree 0 0.0 ® strongly disagree 11 3.8
® very strongly disagree 0 0.0 ® very strongly disagree 10 3.5
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 6
Teachers Students
Frequency Percent Frequency Percent
<D very strongly agree 2 2.4 ® very strongly agree 41 145
® strongly agree 7 8.4 ® strongly agree 41 14.3
® agree 28 33.7 ® agree 104 36.4
® disagree 40 48.2 ® disagree 83 29.0
® strongly disagree 4 4.8 ® strongly disagree 7 2.4
® very strongly disagree 1 1.2 ® very strongly disagree 9 3.1
® no opinion 1 1.2 ® no opinion 1 0.3
Total 83 100.0 Total 286 100.0
Item 7
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 2 2.4 ® very strongly agree 17 5.9
® strongly agree 9 10.8 ® strongly agree 45 15.7
® agree 44 53.0 ® agree 139 48.6
® disagree 22 265 ® disagree 59 20.6
® strongly disagree 2 2.4 ® strongly disagree 16 5.6
® very strongly disagree 3 3.6 ® very strongly disagree 9 3.1
® no opinion I 15 ® no opinion 1 05
Total 83 100.0 Total 286 100.0
Item 8
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 24 28.9 ® very strongly agree 80 28.0
® strongly agree 28 33.7 ® strongly agree 77 26.9
® agree 25 30.1 ®agree 95 335
® disagree 2 2.4 ® disagree 25 8.7
® strongly disagree 2 2.4 ® strongly disagree 5 1.7
® very strongly disagree 2 2.4 ® very strongly disagree 3 1.0
® no opinion 0 0.0 ® no opinion I 0.3
Total 83 100.0 Total 286 100.0
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Item 9
Teachers Students
Frequency Percent Frequency Percent
© very strongly agree 4 4.8 © very strongly agree 6 2.1
© strongly agree 11 13.3 © strongly agree 21 73
©agree 40 48.2 ©agree 51 17.8
©disagree 26 313 ©disagree 161 563
© strongly disagree 2 2.4 ©strongly disagree 32 113
® very strongly disagree 0 0.0 © very strongly disagree 14 4.9
® no opinion 0 0.0 © no opinion I 0.3
Total 83 100.0 Total 286 100.0
Item 10
Teachers Students
Frequency Percent Frequency Percent
© very strongly agree 5 6.0 © very strongly agree 27 9.4
© strongly agree 16 193 © strongly agree 51 17.8
©agree 41 49.4 ©agree 109 38.1
©disagree 18 21.7 ©disagree 77 26.9
© strongly disagree 3 3.6 © strongly disagree 13 4 3
© very strongly disagree 0 0.0 4  very strongly disagree 8 2.8
© no opinion 0 0.0 © no opinion 1 0.3
Total 83 100.0 Total 286 100.0
Item 11
Teachers Students
Frequency Percent Frequency Percent
© very strongly agree 19 22.9 d> very strongly agree 48 16.8
© strongly agree 20 24.1 ©strongly agree 42 14.7
©agree 37 44.6 ©agree 115 403
©disagree 6 7 3 ©disagree 42 14.7
© strongly disagree 1 13 © strongly disagree 7 2.4
© very strongly disagree 0 0.0 © very strongly disagree 29 10.1
© no opiniott 0 0.0 © no opinion 3 1.0
Total 83 100.0 Total 286 100.0
Item 12
Teachers Students
Frequency Percent Frequency Percent
© very strongly agree 0 0.0 d> very strongly agree 69 24.1
© strongly agree 4 4.8 ©strongly agree 29 10.1
©agree 35 423 ©agree 101 353
©disagree 38 45.8 ©disagree 65 22.7
©strongly disagree 4 4.8 © strongly disagree 7 2.4
® very strongly disagree 0 0.0 © very strongly disagree 14 4 3
© no opinion 2 2.4 © no opinion 1 03
Total 83 100.0 Total 286 100.0
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Item 13
Teachers
----------------- , ,
Students
Frequency Percent Frequency Percent
3) very strongly agree I 1.2 ® very strongly agree 7 2A
<9 strongly agree 3 3.6 ® strongly agree 32 11.2
® agree 19 22.9 ® agree 48 16.8
® disagree SO 60.2 ® disagree 151 52.8
® strongly disagree 6 72. ® strongly disagree 24 8.4
<8> very strongly disagree 4 4.8 <8) very strongly disagree 23 8.0
(Z> no opinion 0 0.0 ® no opinion 1 03
Total 83 100.0 Total 286 100.0
item 14
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 0 0.0 ® very strongly agree 7 2.4
® strongly agree 2 2.4 ® strongly agree 10 33
® agree 18 21.7 ® agree 87 30.4
® disagree 52 62.7 ® disagree 135 472
® strongly disagree 9 10.8 ® strongly disagree 29 10.1
® very strongly disagree 2 2.4 ® very strongly disagree 18 63
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 15
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 3 3.6 ® very strongly agree 9 3.1
® strongly agree 10 12.0 ® strongly agree 27 9.4
® agree 33 39.8 ® agree 99 34.6
® disagree 31 373 ® disagree 100 35.0
® strongly disagree 5 6.0 ® strongly disagree 27 9.4
® very strongly disagree 0 0.0 ® very strongly disagree 21 73
® no opinion 1 12 ® no opinion 3 1.0
Total 83 100.0 Total 286 100.0
Item 16
| Teachers Students
Frequency Percent Frequency Percent
(D very strongly agree 3 3.6 (D very strongly agree 13 4.5
® strongly agree 4 4.8 ® strongly agree 19 6.6
® agree 19 22.9 ® agree 93 323
® disagree 47 56.6 ® disagree 127 44.4
® strongly disagree 8 9.6 ® strongly disagree 24 8.4
® very strongly disagree 2 2.4 ® very strongly disagree 10 33
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
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Item 17
Teachers Students
Frequency Percent Frequency Percent
d> very strongly agree 14 16.9 <D very strongly agree 46 16.1
® strongly agree 17 20.5 ® strongly agree 73 25.5
® agree 40 48.2 ®agree 105 36.7
® disagree 11 13.3 ® disagree 48 16.8
® strongly disagree I 13 ® strongly disagree 7 2.4
® very strongly disagree 0 0.0 ® very strongly disagree 7 2.4
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 18
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 11 133 d> very strongly agree 52 183
® strongly agree 16 193 <9 strongly agree 62 21.7
® agree 42 50.6 ® agree 109 38.1
® disagree 13 15.7 4) disagree 48 16.8
® strongly disagree 0 0.0 ® strongly disagree 11 3.8
® very strongly disagree 0 0.0 ® very strongly disagree 3 1.0
® no opinion 1 13 ® no opinion 1 03
Total 83 100.0 Total 286 100.0
Item 19
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 2 3 4 d> very strongly agree 21 73
® strongly agree 14 16.9 ® strongly agree 23 8.0
® agree 50 603 ® agree 116 40.6
® disagree 16 193 ® disagree 94 339
® strongly disagree 1 1.2 4) strongly disagree 19 6.6
® very strongly disagree 0 0.0 ® very strongly disagree 13 43
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83- 100.0 Total 286 100.0
Item 20
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 0 0.0 d> very strongly agree 11 3.8
® strongly agree 0 0.0 ® strongly agree 18 63
® agree 22 263 ® agree 87 30.4
® disagree 51 61.4 ® disagree 128 44.8
® strongly disagree 7 8.4 ® strongly disagree 27 9.4
® very strongly disagree 2 3 4 ® very strongly disagree 14 4.9
® no opinion I 13 ® no opinion 1 03
Total 83 100.0 Total 286 100.0
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Item 21
Teachers Students
Frequency Percent Frequency Percent
<D very strongly agree 3 3.6 © very strongly agree 51 17.8
© strongly agree 16 193 ® strongly agree 81 28.3
® agree 39 47.0 ® agree 120 42.0
® disagree 23 27.7 ® disagree 28 9.8
® strongly disagree 2 2.4 ® strongly disagree 2 0.7
<S> very strongly disagree 0 0.0 ® very strongly disagree 4 1.4
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 22
Teachers Students
Frequency Percent Frequency Percent
(D very strongly agree 12 14.5 © very strongly agree 43 15.0
® strongly agree 18 21.7 © strongly agree 71 24.8
® agree 44 53.0 ® agree 143 50.0
® disagree 9 10.8 ® disagree 26 9.1
® strongly disagree 0 0.0 ® strongly disagree 0 0.0
® very strongly disagree 0 0.0 ® very strongly disagree 3 i.O
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 23
Teachers Students
Frequency Percent Frequency Percent
© very strongly agree 0 0.0 ® very strongly agree 9 3.1
® strongly agree 6 12 © strongly agree 18 63
® agree 36 43.4 ® agree 92 32.2
® disagree 38 45.8 ® disagree 126 44.1
® strongly disagree 3 3.6 ® strongly disagree 26 9.1
® very strongly disagree 0 0.0 ® very strongly disagree 14 4.9
® no opinion 0 0.0 ® no opinion 1 0.3
Total 83 100.0 Total 286 100.0
Item 24
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 0 0.0 ® very strongly agree 10 33
© strongly agree 2 2.4 © strongly agree 12 42
® agree 36 43.4 ® agree 54 18.9
® disagree 40 483 ® disagree 135 47.2
® strongly disagree 2 2.4 ® strongly disagree 36 12.6
® very strongly disagree 3 3.6 ® very strongly disagree 38 133
® no opinion 0 0.0 ® no opinion 1 0.3
Total 83 100.0 Total 286 100.0
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Item 25
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree I 1.2 ® very strongly agree 2 0.7
® strongly agree 2 2.4 <9 strongly agree 6 2.1
® agree 31 37 3 ® agree 25 8.7
® disagree 43 31.8 ® disagree 140 49.0
® strongly disagree 5 6.0 ® strongly disagree 59 20.6
® very strongly disagree 1 1.2 ® very strongly disagree 54 18.9
<Z> no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
tem26
Teachers |  Students
Frequency Percent Frequency Percent
® very strongly agree 1 1.2 ® very strongly agree 3 1.0
® strongly agree 4 4.8 ® strongly agree 10 3.5
® agree 21 25.3 ® agree 74 25.9
® disagree 50 60.2 ® disagree 139 48.6
® strongly disagree 6 7.2 ® strongly disagree 44 15.4
® very strongly disagree 1 1.2 ® very strongly disagree 16 5.6
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 27
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 1 1.2 ® very strongly agree 5 1.7
® strongly agree 3 3.6 ® strongly agree 16 5.6
3) agree 18 21.7 ®agree 75 26.2
® disagree 54 65.1 ® disagree 146 51.0
® strongly disagree 6 7.2 ® strongly disagree 30 10.5
® very strongly disagree 1 1.2 ® very strongly disagree 12 4.2
® no opinion 0 0.0 ® no opinion 2 0.7
Total 83 100.0 Total 286 100.0
tem 28
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 1 1.2 ® very strongly agree 4 1.4
® strongly agree 2 2.4 ® strongly agree 10 3.5
® agree 19 22.9 ® agree 74 25.9
® disagree 52 62.7 ® disagree 156 54.5
® strongly disagree 9 10.8 ® strongly disagree 24 8.4
® very strongly disagree 0 0.0 ® very strongly disagree 17 5.9
® no opinion 0 0.0 ® no opinion 1 03
Total 83 100.0 Total 286 100.0
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Item 29
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree I 13 <D very strongly agree 7 2.4
® strongly agree 7 8.4 ® strongly agree 38 13.3
® agree 38 45.8 ® agree 140 49.0
3) disagree 34 41.0 3) disagree 76 26.6
<8> strongly disagree 3 3.6 ® strongly disagree 18 63
<8> very strongly disagree 0 0.01 <£> very strongly disagree 7 2.4
® no opinion 0 0.01 1 ® no opinion 0 0.0
Total 83 100.01 1 Total 286 100.0
Item 30
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree I 12 ® very strongly agree 15 5 3
® strongly agree 8 9.6 ® strongly agree 49 17.1
® agree 46 55.4 ® agree 121 423
® disagree 26 313 ® disagree 80 28.0
® strongly disagree 0 0.0 ® strongly disagree 12 4.2
® very strongly disagree 0 0.0 <&> very strongly disagree 6 2.1
® no opinion 2 2.4 ® no opinion 3 1.0
Total 83 100.0 Total 286 100.0
Item 31
Teachers Students
Frequency 1 Percent 1 Frequency Percent
® very strongly agree I 13 ® very strongly agree 5 1.7
® strongly agree 7 8.4 ® strongly agree 12 4.2
® agree 30 36.1 ® agree 82 28.7
® disagree 40 483 ® disagree 139 48.6
® strongly disagree 4 4.8 ® strongly disagree 29 10.1
<8> very strongly disagree 1 13 <S> very strongly disagree 17 5.9
® no opinion 0 0.0 ® no opinion 2 0.7
Total 83 100.0 Total 286 100.0
Item 32
|  Teachers Students
Frequency 1 Percent 1 Frequency Percent
® very strongly agree 1 13 ® very strongly agree 11 3.8
® strongly agree 2 3 4 ® strongly agree 13 4 3
® agree 23 27.7 ® agree 89 31.1
® disagree 51 61.4 ® disagree 129 45.1
® strongly disagree 6 7 3 ® strongly disagree 28 9.8
<S> very strongly disagree 0 0.0 ® very strongly disagree 16 5.6
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
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Item 33
Teachers Students
Frequency Percent Frequency Percent
Q  very strongly agree 1 1.2 ® very strongly agree 8 2.8
® strongly agree 4 4.8 <Z> strongly agree 18 63
® agree 20 24.1 ® agree 73 253
® disagree 54 65.1 ® disagree 145 50.7
® strongly disagree 3 3.6 ® strongly disagree 26 9.1
® very strongly disagree I 1.2 ® very strongly disagree 16 5.6
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 34
Teacher1* Students
Frequency Percent Frequency Percent
® very strongly agree 8 9.6 ® very strongly agree 38 13.3
® strongly agree 19 22.9 ® strongly agree 47 16.4
® agree 51 61.4 ® agree 102 35.7
® disagree 4 4.8 ® disagree 54 18.9
® strongly disagree 1 1.2 <t) strongly disagree 22 7.7
® very strongly disagree 0 0.0 ® very strongly disagree 22 7.7
® no opinion 0 0.0 ® no opinion 1 03
Total 83 100.0 D Total 286 100.0
Item 35
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 13 15.7 ® very strongly agree 26 9.11*5e10 24 283 ® strongly agree 57 19.9
® agree 40 48.2 ® agree 133 463
® disagree 6 73 ® disagree 38 13.3
® strongly disagree 0 0.0 ® strongly disagree 13 43
® very strongly disagree O 0.0 ® very strongly disagree 19 6.6
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 36
Teachers Students
Frequency Percent Frequency Percent
® very strongly agree 18 21.7 <D very strongly agree 47 16.4
® strongly agree 24 283 ® strongly agree 64 22.4
® agree 38 45.8 ® agree 124 43.4
® disagree 3 3.6 ® disagree 24 8.4
® strongly disagree 0 0.0 ® strongly disagree 13 43
® very strongly disagree 0 0.0 ® very strongly disagree 14 4.9
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
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Item 37
Teachers Students
Freauency Percent Frequency Percent
© very strongly agree 22 26.5 <D very strongly agree 66 23.1
® strongly agree 25 30.1 © strongly agree 60 21.0
® agree 34 41.0 ©agree 116 40.6
® disagree 2 2.4 ©disagree 17 5.9
® strongly disagree 0 0.0 ® strongly disagree 8 2.8
® very strongly disagree 0 0.0 ® very strongly disagree 19 6.6
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 38
Teachers Students
Frequency Percent Frequency Percent
© very strongly agree 14 16.9 © very strongly agree 37 12.91licI8 24 28.9 © strongly agree 55 19.2
©agree 41 49.4 ©agree 129 45.1
©disagree 4 4.8 ©disagree 36 12.6
® strongly disagree 0 0.0 ® strongly disagree 13 4.5
© very strongly disagree 0 0.0 ® very strongly disagree 16 5.6
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 39
Teachers Students
Frequency Percent Frequency Percent
© very strongly agree 12 14.5 © very strongly agree 30 10.5
® strongly agree 28 33.7 © strongly agree 57 19.9
©agree 40 48.2 ©agree 133 46.5
©disagree 3 3.6 ©disagree 36 116
® strongly disagree 0 0.0 ® strongly disagree 10 3.5
® very strongly disagree 0 0.0 ® very strongly disagree 20 7.0
® no opinion 0 0.0 ® no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 40
| Teachers Students
Frequency Percent Frequency Percent
© very strongly agree 3 3.6 © very strongly agree 12 4.2
® strongly agree 15 18.1 © strongly agree 29 10.1
©agree 48 57.8 ©agree 99 34.6
©disagree 15 18.1 ©disagree 108 37.8
® strongly disagree I 1.2 4) strongly disagree 20 7.0
® very strongly disagree 1 1.2 ® very strongly disagree 18 63
© no opinion 0 0.0 © no opinion 0 0.0
Total 83 100.0 Total 286 100.0
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Item 41
Teachers Students
Frequency Percent Frequency Percent
0  very strongly agree 6 7.2 0  very strongly agree 12 4.2
® strongly agree 19 22.9 0  strongly agree 40 14.0
® agree 51 61.4 ® agree 121 423
$  disagree 4 4.8 & disagree 70 24.5
® strongly disagree I 1.2 ® strongly disagree 21 73
® very strongly disagree 2 2.4 ® very strongly disagree 22 7.7
0  no opinion 0 0.0 0  no opinion 0 0.0
Total 83 100.0 Total 286 100.0
Item 42
Teachers Students
Frequency Percent Frequency Percent
0  very strongly agree 3 3.6 0  very strongly agree 16 5.6
® strongly agree 10 120 ® strongly agree 22 7.7
® agree 44 53.0 ® agree 98 34.3
0  disagree 23 27.7 ® disagree 91 31.8
® strongly disagree 1 13 ® strongly disagree 26 9.1
® very strongly disagree 2 2 4 ® very strongly disagree 33 113
<4> no opinion 0 0.0 0  no opinion 0 0.0
Total 83 100.0 Total 286 100.0
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VITA
Seung Bin Roh was bom in 1968 in Suwon, Korea, adjacent to Seoul, the Capital of 
Korea. He grew up in a Christian family and graduated Maes an Elementary School in 
Suwon, followed by Buk-bu Middle School and Yushin High (a Christian school) in the 
same city.
He continued his study in language arts and literatures and earned his degree in the 
Bachelor of Art from Soong-sil University in Seoul in 1991. In addition, he studied English 
Education at the Chung-ang University Graduate School in 1991 and 1992, during which 
time he taught English to 7th through 12th grade students as well as officiating the Office of 
the Academic Director of the Kyunggi Institute of Suwon. When he completed all courses 
for Master of Education in English Education, he was admitted to Department of Curriculum 
and Instruction, College of Education of Louisiana State University (LSU), located in Baton 
Rouge, Louisiana. As he was earned Master of Arts in Curriculum and Instruction (English 
Education as a Foreign Language) at LSU in May 1995, he immediately started his doctoral 
study at the same institution.
While he was studying his doctoral study, he had to temporarily return to his home and 
completed his military obligation, 1996-1998. Upon the completion of his military services, 
he came back to LSU, continued his doctoral works, and finally earned the degree of Doctor 
of Philosophy in May 2001. During the doctoral study, he worked as a Graduate Assistant 
for the Curriculum Theory Project; he studied and developed curriculum theories and 
practices relevant to the Korean EFL education and the American ESL education.
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His focal research during his doctoral study was on bilingual instruction for minority 
or immigrant students, which suggests minimal emphasis on English-only instruction, 
teaching of culture without linguistic-oriented instruction, and cross-cultural understanding 
with cultural equality.
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